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In spite of the proclivity to organize educational
practices around the concept of gender and the pervasive
presence of women in public school teaching,

little research

exists which focuses on women's experience teaching
patriarchal school environment.

in a

Even less exists on the

experience of women student teachers

in that same school

context.
This dissertation describes and develops an
understanding of what

it means to be a female learning how

to teach in public secondary schools during the student
teaching phase of preservice education.
connecting the
provides
lives and

It focuses on how

individual experiences of these women

insight

into the gender issues embedded in their

in the secondary schools where they did their

preservice work.
The gender

issues that emerged from the study center on

• • •
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women's self-esteem and ways of knowing,

patriarchal

attitudes and other forms of harassment by male students and
faculty,

and collaborative and non-collaborative

relationships between women student teachers and male and
female cooperating teachers.
I have used in-depth,

phenomenological

interviewing to

ask women to reconstruct their student teaching experience
in the context of their

life history and inquire how they

understand the meaning of that student teaching experience
(Seidman,

1991).
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CHAPTER

I

THE ISSUE
A Memory,

1948

The double doors of Linden Avenue School, the
elementary school I attended in the forties, read
"BOYS” on one side and "GIRLS" on the other.
Mrs.
Curry, the principal, with her skinny, bowed legs
sticking out from under her suit skirt, would stand at
the door and announce the end of recess:
"Boys and
girls, it is time to come in now."
Dutifully, we would
form two lines, ready to return to our classrooms.
Portrait:

October 8,

1990

My daughter, Sarah, senior literature major, at a small
liberal arts college, which up until the last decade
had been an all men's school, stepped up to the pulpit
in the old New England college chapel to announce the
speaker sponsored by the Women's Studies Department.
"Please welcome Suzie Bright, editor of "On Our Backs,"
who will speak about first amendment rights and
pornography," she announced with poise and confidence.
Far above Sarah's head, all the male presidents of the
college stared down from large gilt frames which
encircled the walls above the balcony tier of Wilson
chapel.
Journal Entry,

January 21,

1992

I just read Adrienne Rich's essay, "Taking Women
Students Seriously" where she talks about women
students and teachers taking charge of their lives.
Only now, at age fifty-four, am I beginning to
understand that more than anything, growing up female
not only influenced why I chose to teach ("It will be
something to fall back on in case. . . ."), but also
how I teach, and why I have never felt comfortable with
mainstream thinkers about schools. . .if I go this
route with my dissertation, studying the lives of women
student teachers, I will be on a journey into my own
biography and I might possibly learn to take my own
self as seriously as I take my students.

2
Overview
In spite of our proclivity to organize educational
practices around the concept of gender,

the pervasive

presence of women in public school teaching,

and the

literature which establishes that schools represent
patriarchal values,

little research exists which focuses on

women's experience teaching in the patriarchal
environments.

school

Even less research exists on the experience

of women student teachers
In general,

in that same school context.

I have focused the research for this

dissertation on what it means to be a woman

in a public

secondary school during the student teaching phase of
preservice education.

Specifically,

I have zeroed in on how

connecting the individual experiences of the sixteen women
student teachers whom I
the gender

interviewed provides

issues embedded in their lives and

insight

into

in the

secondary schools where they did their preservice work.

The

literature base for the dissertation comes from the current
literature on women in education and in teaching.

It

describes the complexities of the context of the patriarchal
school

setting in which student teaching takes place.

have used in-depth phenomenological

I

interviewing to ask

women to reconstruct their student teaching experience

in

the context of their life history and inquire how they
understand the meaning of that student teaching experience
(Seidman,

1991).

3
Definition of the Issue
Like those doors and lines at Linden Avenue School,
organize our lives,

our consciousness,

including schooling,
(Acker,

1989;

and our

we

institutions,

around entrenched beliefs about gender

Lather,

1987;

McCall,

1986).

Sexism,

the

belief that not only are men and women's domains separate,
but that men's domain is superior and therefore more
privileged,

exerts a powerful

of education
Gender

(Lather,

1987;

influence in the structuring

Spender,

1982;

Weiler,

issues saturate the historical,

1988).

social,

political and psychological context of the public school
(Acker,

1983;

Grumet,

1988;

Lather,

1987;

McCall,

where the student teacher does her work.
ideology seeps
at the door,

dutifully obeys.
support staff,

Patriarchal

into the school culture:

issuing orders,

Mrs.

Curry stands

to an orderly group,

When students,

student teachers,

1986)

teachers,

which

administrators,

or university supervisors

walk through the doors of the schools,

there

is no magic

which neutralizes or dissipates the prevailing social
attitudes that they carry with them.

This

these educators do not have the potential

is not to say
for acting out of

their own agency,

but broad historical,

and psychological

forces have shaped their beliefs and

attitudes

(Zeichner & Gore,

Historically,
1989;

McCall,

1986;

political,

social

1989).

teaching has been woman's work
Shakeshaft,

1987;

Weiler,

(Apple,

1988),

yet few

4
of the histories of education make this visible
1982) .

Historically,

(Spender,

the public's image of the school

teacher has mirrored the attitudes of the times toward
women.

In fact,

Patti Lather contends that the social role

ascribed to women is "intimately" related to public school
teaching

(1987,

p.

33).

What does it mean for the

experience of female student teachers that they enter
teaching with ingrained societal images of their proper role
as schoolteachers and women?
The structure of schools evolves around the belief that
women are subordinate to men

(Lather,

1987),

yet women make

up more than two-thirds of the teachers and half the student
body of public secondary schools in the United States.
though women outnumber men in public schools,

Even

politically

men dominate the policy and decision making in the school
system.

Do women student teachers respond during their

student teaching experience to the fact that they are
working in a profession where even though women are the
majority,

men control the profession?

the patriarchal environment?

Are they conscious of

How do the school politics of

gender get played out in the student teaching situation?
Are women preservice students a less privileged group in our
teacher education programs as they are in the schools and
colleges in general

(The AAUW Report,

1992)?

In addition to the power of the public's perception of
what school teachers may do,

how our society defines what it

5
means to grow up male or female shapes the psychological
patterns of our lives

(Lather,

1987).

Both psychologists

and educators claim that women experience the world
differently from men
1986;

Clarricoates,

(Belenky,

Clinchy,

1981; Gilligan,

Do some of these patterns,

have identified,

1982;

(1982)

Shakeshaft,

and Belenky et al.

Other patterns of behavior

women exhibit such as nurturance and caring
1988;

1988).

have a powerful impact on the

development of a female teacher?

Grumet,

Tarule,

such as loss of self-esteem or

loss of "voice," which Gilligan
(1986)

Goldberger,

and Noddings,

relationships in their lives

1984)

(Chodorow,

1978;

and the prominence of

(Miller,

J.B.

1986)

are also

pertinent for discussion about how the student teacher
evolves as a teacher.

What does the fact that gender is one

of the major forces that forms the psychic structure mean
for the development of female student teachers?
the implications for teacher education?

What are

How does working in

a profession that gives priority to bureaucracy,

hierarchy,

and autonomy rather than nurturance and collaboration affect
women student teachers?

Do women student teachers

understand that a profession dominated in numbers by women
has established learning environments that may be
detrimental to the intellectual development of women?
their lives even demonstrate that finding?

In general,

Do
what

does it mean that we are sending women student teachers into

6
a patriarchal environment to further their initiation to the
teaching profession?
It

is these multi-level contexts and the questions

they stimulate that formed the basis of this study.
feminist descriptions of the historical,

The

political,

social,

and psychological context not only framed but also guided
the

interviews I have conducted with women student teachers.

In addition,

they served as the lens

and my making meaning of the stories

for my understanding
in the interviews.

The Purposes of the Dissertation
The major purpose of this dissertation has been to
explore what it is

like to be a woman student teacher and to

find out what that experience means to the student teachers.
I have wondered what
teaching

it means to be a woman beginning her

in a patriarchal school setting.

Are women

conscious of the nature of this environment?
their beliefs and perceptions?
for student teachers?

If so,

Does

it affect

what does that mean

For schools of teacher education?

For school reform which aims at creating environments for
learning?

What can we learn about the effect of the

secondary public school context on women student teachers'
growth and development,

their vision of teaching,

their

feelings about their colleagues and school community and,
most

important,

themselves?

What can we

learn about their

relationship to the school as an institution?
welcomed

in this patriarchal,

Do they feel

hierarchal setting,

or do they

7
sense a dissonance between the school and themselves,
way I

felt a dissonance in the chapel,

presidents

in obvious presence?

aware of the role gender plays
of the school?

the

with the college

Are women student teachers
in the structure and practice

In their own development and socialization

as persons and as teachers-to-be?
What can we teacher educators

The critical question

is:

learn from listening to the

individual voices of women who have just completed their
initiation into teaching in a public secondary school
setting?
The Significance of the Problem
This

inquiry is meant to deepen our understanding of

the context in which student teaching takes place by
acknowledging that

(a)

student teachers enter a context

which reflects traditional gender beliefs
society;

(b)

larger

student teachers enter a context which includes

its own unique history of being a
(Grumet,

in the

1988;

Sugg,

1978);

(c)

"feminized"

profession

student teachers enter

teaching with their own history of growing up female

in our

society.
On the one hand,

becoming conscious of the gender

issues which permeate schooling will help us understand the
conservative nature of schools—how women have perpetuated
the system and reproduced it,
after another.

one generation of teachers

On the other hand,

minus the myths and abstractions,

if we describe
the realities of

in detail,
female

8
student teachers working in the schools,

we will better

understand how to bring about change in the work lives of
teachers

(Lather,

1987; Weiler,

1988).

As long as students

are unaware of the history of women in teaching and the
politics of the profession,

the balance between

accommodation and resistance will weigh in favor of
accommodation.

This dissertation leads teacher educators to

ask a critical question:

What and how are we educating

women and men teachers to believe and do?

In addition,

we

will come to a fuller understanding of how conflicts,
complexities and contradictions characterize the student
teaching context.
I expect this study to reveal some of what has been
invisible to educators,

including me,

in the past.

Looking

at education from a feminist perspective has certainly
jarred me out of my own thinking ruts and jolted me into
questioning time-worn assumptions.
patterns I have ignored in the past.
recently,

I see details and
For example,

just

our two children were home together for the first

time in quite a while.

This presented me with an

opportunity to watch the family dynamics at our dinner
table.

I began to count the number of times our son

interrupted his sister in the conversation.

In the process

of working on this dissertation I have formed a new concept
about what it meant to grow up female in our household.

9
Finally,
(a)

at the heart of this study are two beliefs:

that "effective teaching depends significantly on the

context of teaching and the conditions of the workplace"
(McLaughlin,

Talbert,

& Bascia,

1990)

and

(b)

that if women

student teachers and teacher educators read this study they
might begin to take themselves and each other more seriously
(Rich,

1978).

I know I have.

Mv Beliefs
The reader will no doubt discern my imprint in this
study,

in its focus and direction.

I do not deny a passion

for the inquiry into the lives of women who begin teaching.
First of all,

teaching has been my passion.

I once

wrote an autobiographical piece for my twenty-fifth year
college reunion booklet.

The first line read:

a wife to Roland and a mother to Eric
am a teacher."

(18)

"Before I am

and Sarah

Until I began this dissertation trek,

words haunted me.

(15)

I

those

I felt a need to apologize to my children

and husband for the truth of my life.

I now understand

those words in the context of being a woman.

That I think

of my personal life and my teaching life as one,
inseparable,

is not unusual for women

(Grumet,

1988).

I

cannot prevent the integration of each progression of this
inquiry and this study into my present life as a student,
interviewer,

a researcher,

a friend,

I do not pretend to be dispassionate.

a wife,

and a mother.

I find many

an

10

researchers who affirm that kind of researcher stance
(Oakley,

1981;

Schuman,

1982).

I hold at least four other beliefs which came together
to form my interest in this dissertation and which have
influenced how I have shaped the study:
significance of context;
nurturance in learning;

(b)
(c)

(a)

a belief in the

a belief in the place of
a belief in the significance of

the student teaching experience within the phases of teacher
education;

(d)

a belief that there is a direct relationship

between achieving school reform

(which includes transforming

the classroom as well as the context)
reform.

and teacher education

Let me explain each of these four beliefs in

detail.
Ironically,

understanding the power of context came

with a sabbatical from the school context.

In the fall of

1989 I came to The University of Massachusetts to study
teacher education.

Mt.

Greylock Regional High School had

granted me a sabbatical leave from thirteen years of
teaching English and social studies.
to offer us time to reflect,
rock back and forth,

to read,

than constantly act and do.

Sabbaticals are meant

time to sit comfortably and
to observe,

to listen,

rather

For years I had directed my

attention to understanding American public school
conservatism and lethargy by focusing all my energy on
improving individual classroom instruction.
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The sabbatical allowed me time and opportunity to
notice what lay beyond the classroom walls I had labored in
so doggedly:

the school,

the community,

the society.

The

classroom evolved into a microcosm of the larger world.
Context became a major determining force,
this,

whereas,

prior to

I had insisted that if each teacher would change his

or her individual will,

institutional change would occur.

Instead of concentrating solely on an interest in the moment
of teaching and learning going on in the classroom,
to understand the effect of the wider political,

I began

economic,

and social context on what happens in the classroom.

I came

to the belief that context plays a major part in determining
the quality of the teaching and learning environment and,
turn,

in

the degree to which it can promote or hinder

individual development.

For example,

patriarchy constrains.

As long as the details of life for women in the patriarchy
are invisible,

go unreported,

inconsequential,

are considered

education will be a limiting element in our

lives rather than an expansive one.
In the process of studying the context of school I ran
into Madeleine Grumet's,
my second belief,

Bitter Milk

(1988)

nurturance in teaching.

what I knew vaguely and intuitively,

which validates
She articulates

but apologized for.

She not only gives us permission to acknowledge ourselves as
women,

mothers and teachers,

but she sees this "concession"

as an integral and critical component of the teaching
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process.

She does not separate mind and body;

and feeling are not strange bedfellows.

intelligence

The line between

the public sphere and the private sphere is not thick like a
concrete wall;

it is more fine,

and ink sketch.

like delicate lines in a pen

She affirmed me and my intuition—my honest

comment in the reunion booklet.

To nurture is to further

the development of our students;

it is to support risk

taking

(Taafaki,

responsibility,

1992,

p.

88).

claims Grumet,

Women reneged on their
(1988)

by not "liberating"

their caring nature when we stepped into classrooms in the
19th century.
"Schools are not very nice places to be" announces a
female student teacher to me during an interview for a paper
I wrote on the public school context of student teaching
(Miller,

199Id).

I came to this study wondering whether

what she felt is a dissonance between her nurturing "nature"
and the patriarchy of the school.

Is she experiencing a

contradiction between what she may have heard all her life:
"Schools are places for women to teach."
women's domain."
children,

"Schools are

"They are places for the taking care of

a place for women to be" and what she was

experiencing."

Women have been hired to do the teaching,

and yet the atmosphere in which teaching takes place feels
abrasive.

We feel a dissonance that we can not name,

have not named.

Dissonance,

or we

like the dust motes in the air-

-barely visible—or like the portraits of the presidents on
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the wall in Wilson Chapel,

visible,

they have hung there so long.

but not noticed because

I was curious about whether

women student teachers experience this.
In addition to these beliefs,

I alert the reader to

three significant assumptions underlying this work.

I am

preoccupied with the significance of student teaching as a
learning opportunity within teacher education.
along with other teacher educators,
mind"

(Haberman,

1983,

(Guyton and MacIntyre,
1991c),
p.

p.

110)

1990;

it is the "heart and

of preservice education

Iannacone 1963; Miller,

yet it is the most "casually treated"

75).

Consequently,

I believe,

J.H.,

(Lortie,

1975,

I have been disturbed that it will

become a "lost opportunity"

(Clift,

1992)

if we fail to

understand its complexities and potential and do not give it
proper attention and thought.
I am absorbed with how women responded to the student
teaching experience.

It is clear I am trying to trace my

own journey from novice to experienced teacher to teacher
educator.

I have a highly personal relationship to this

work.
Finally,

while I recognize that the student teaching

phase of teacher education has not provided an impetus for
change in the status quo in education

(Goodlad,

1990),

I am

in agreement with contemporary educators who believe that
teaching and learning in the classroom are directly
connected to what is going on in teacher education.
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Successive eras of educational reform have failed to connect
the reform of schools with reform of teacher education
(Goodlad,

1990).

leadership,

It is this development,

under Goodlad's

which suggests that student teaching,

which

relies on a cooperative venture between the schools and the
universities,
reform.

has great potential for sparking school

It is no coincidence that one of the books which

sparked this dissertation is titled,
Change,

by Kathleen Weiler

Women Teaching for

(1988).

Boundaries of the Study
To avoid misunderstanding,

the reader needs to bear in

mind some of the limits the writer put on this study in
order to keep it focused.
mind are

(a)

The major parameters to keep in

my interpretation of the meaning of difference

between men and women,

(b)

my views on the relationship

among class and race and gender and

(c)

my presumption about

the pitfalls of generalizing about the experience of women
student teachers.
First,

Let me detail these three parameters.

this study does not attempt to avoid the

question of difference between men and women.

I recognize

that much of American feminist thought has emphasized the
sameness of men and women.

Otherwise it makes arguing for

the legal and political equity for women
quite problematic.
feminist friends,

The danger is,

(Symons,

according to many of my

if we admit to difference,

struggle for equity.

1992)

we lose the
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I have struggled to come to intellectual terms with
studies that demonstrate biological difference or cultural
difference between men and women
Firestone,

1970).

(de Beauvoir,

I have come to believe,

Symons points out,

1952;

however,

as

that to gloss over differences is to

undermine our credibility as women.

I do not pretend to

have any expertise on the source of difference between male
and female.

Nonetheless, my study of the literature

reviewed in Chapter Two leads me to say difference is
evident;

there are cultural differences between growing up

female and male in American society.

Symons

(1992)

says we

look silly trying to sweep these differences under the rug.
To say analyzing gender issues is complex is an
understatement.

Contradictions abound.

We can acknowledge

difference;

at the same time we can insist on equitable

treatment.

Women have the right to political and legal

equity even they have different ways of viewing the world,
or different ways of establishing relationships,
different ways of talking to one another,
styles of administering,
of jobs.

or

or different

or different preferences for types

The boundary I drew for this study was to forego

any extended explication of how these differences,
believe more likely to be cultural than biological,
about.

which I
came

A thorough treatment of that subject is not within

my range of knowledge at this point nor is it necessary to
this particular study.
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In this dissertation when I discuss "feminine" values
and "masculine" values as different,

I am referring to those

values which are predominantly associated with women in our
culture just as the women scholars cited in this
dissertation do.
literature,

Feminine values,

honor intuition over the rational,

thinking over linear thinking,
objectivity,

according to much of the
circular

subjectivity over

connection and attachment over detachment and

autonomy,

collaboration over competition,

inclusion over

exclusion

(Helgesen,

1986; Mitrano,

1981; Rosener,

1990).

1990; Miller,

J.

B.,

I do not mean they are values that

are only expressed by women.

Men are capable of expressing

"feminine" values such as caring,

nurturing,

collaboration,

ambiguity.
One of the best introductions to a study of gender
difference appeared in the March 1993 Radcliffe Quarterly.
Priscilla Randall,

a registered landscape artist who heads

her own firm and teaches design at the Radcliffe Seminars
Graduate Landscape Design Program,

begins her article,

"Do

Women Design Differently from Men?" with this introduction.
Merely posing the question of whether or not women
design differently from men presupposes that there is a
difference and carries with it the potential for value
judgments.
For this discussion we will assume some
gender differences without addressing their origins or
whether or not they are immutable; although we
highlight these differences, they are, in fact, subtle
and not absolute.
My second limiting parameter is,
this dissertation,

throughout my work on

I have been frustrated by wondering if I
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can make it clear to the reader that by focusing on gender I
am not diminishing the part that class and race issues play
in education and how tightly knit they are to gender
identity.
suspect,

For reasons which are primarily biographical,

I

I have chosen to make gender the figure of my work,

but all the while recognizing class and race are the ground.
Class,

race and gender are not issues that run in parallel

lines to one another; they are intricately intertwined
(Spelman,

1988).

The study of gender should not overlook

the study of class;
unacceptable

one analysis separated from the other is

(Clarricoates,

1981),

but as Chodorow suggests,

to analyze gender separately is possible,

even if we

understand it is not divisible from other societal contexts
(Chodorow,

ask,

1978,

p.

8).

Third,

colleagues interested in my work continually

"Well,

what is your research question?"

It took me a

while to understand how to respond appropriately.

I knew

the answer was tied to my beliefs about methods of inquiry,
or how we come to know and what we come to know.

I do not

believe there is a common experience of student teaching.
Instead,

I believe that each participant's experience will

be unique and have its own particular context and story.

I

will certainly be looking to discover patterns and common
features,

but one of the major boundaries of this study is

that at the end we will come to understand what student
teaching is like for this particular group of participants,
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and each woman in the study,

and what issues and problems

their experience brings to the surface.

We will have a

deeper understanding of this important phase of preservice
education,

but we will not have the understanding of it.

The Shape of the Study
Because the relevant aspects of the feminist literature
which describe the context of the secondary public schools
are at the core of this study,

I have devoted a large

section of Chapter II of this dissertation to a synthesis of
the feminist literature.

This synthesis doubles as a

feminist perspective and a feminist description of the
structural forces which mold the context in which student
teaching takes place.
A review of the work of researchers and scholars who
studied women in education and teaching comprises the first
part of Chapter II.

The second part of Chapter II details

and reviews the literature base on
teachers and student teachers and

(a)
(b)

socialization of
women in student

teaching.
In Chapter III of this dissertation I outline the
methodology for this inquiry into the lived experiences of
sixteen student teachers.

Chapters IV through IX of the

dissertation are a descriptive report of the results of the
study.

These chapters are the place where I will present

the recurring themes and patterns from the interviews.
final chapter,

Chapter X,

presents the meaning I have

The
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ascribed to the
the

interviews based on the relationship between

literature described in Chapter II and the data

chapters,

Chapter IV through Chapter IX.

Summary
To conclude,

the problem that I have explored is what

the experience of being a woman student teacher
it means to the student teacher.

is and what

I have asked student

teachers to reconstruct their practicum experience to help
me gain some

insight into the extent to which the context of

the school as described by feminist authors exists
experience.

Part of what I explored is whether these women

tell stories that demonstrate their division into
marked BOYS and GIRLS,

in the educational

1940s

whether they sense any dissonance

institution which,

once all-male college,

lines

not unlike my situation in the

at Linden Avenue School;

equally,

in that

like Sarah's small,

professes to serve the men and women

and whether they struggle to take themselves

seriously and be taken seriously.
Another part of what I explored was unknown territory.
These women had lots to tell about the everyday life of
being a woman student teacher that I had not even begun to
think about,

much less to understand.

CHAPTER

II

A SURVEY OF THE LITERATURE
Introduction
This chapter is a survey of the literature which formed
the basis of this study of women student teachers.

In the

first section of this chapter I present three categories of
general literature about women in teaching and education:
the historical,
in teaching.

political and psychological context of women

In the second section,

body of research literature on

(a)

I introduce a specific

the structural and

biographical context of student teaching and

(b)

women

student teachers.
This general material about women in teaching and
education served several overlapping functions.
literature,

with its feminist perspective,

This

trained my

critical mind to notice and think about how gender issues
saturate the school context in which student teaching takes
place
1986).

(Acker,

1989; Grumet,

1988; Lather,

1987; McCall,

Whereas most perspectives on education and teaching

make women invisible
(Lather,1987)

(Spender,

or "inessential"

1982)

or an "absent presence"

(Spelman,

1988),

these

scholars and researchers question the womanless histories of
education.

The writers mentioned in this section,

majority of whom are women,

a

not only place women at the

center of their studies or analysis,

they jar us into seeing

schools in very different ways than we have in the past.
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They believe that the concept of gender is a powerful and
pervasive force shaping the context of public secondary
schools,

determining how we organize schools,

conceive of the purpose of schools,

how we

and how we think about

teaching and learning.
They also open up a Pandora's box of other issues such
as

(a)

the patriarchal and hierarchical organization of

public schools,

and

(b)

the long-accepted developmental

theories founded on the assumption that male behavior
represents human behavior.

Specifically,

this psychological

and political context provided the frame for the interview
inquiry into the experience of women student teachers.

It

also served as a map to guide me through the material the
participants provided.

It helped me see what heretofore was

invisible.

The Historical Context of Women in Teaching:
A Profession of One's Own
The following section discusses the historical context
of women in teaching.
Women's History as Invisible
Despite the overwhelming presence of women in
teaching,

the history of women in public school teaching has

been invisible

(Spender,

1982).

Spender documents that

exclusion of women from the knowledge men have produced.
Men have decided what we ought to know,

she claims.

The

most memorable example is her lively story of Aphra Behn,

a
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feminist who demanded autonomy and full educational rights
for women in the 1600s.
treatises and plays,

Behn was a prolific writer of

novels and poetry,

but she is

"virtually unknown" in the history of education in England
(Spender,

1982,

p.

10).

Spender reports that Sandra Acker,
sociologist of education,

an English

conducted a study of publications

in the sociology of education since 1960.
percent were concerned solely with males,
with women.

She found that 37
5 percent solely

Among the 5 percent about women were studies

where the focus was not on "women as autonomous individuals"
(as was the case with men),
education,
children

not as transformers of

but as "transmitters" of the culture to young

(Spender,

1982,

p.

29).

Some historians have tried to make women more visible
in their histories of education,

but even when they have

acknowledged women's part in education,
distortions.

there are

Most histories of how teaching became a

feminized profession start with the upsurge in the hiring of
women teachers in the 19th century with the advent of the
common school

(Ginsberg,

1988; Grumet,

1988;

Sugg,

1978).

What they fail to mention is that women in this country were
teachers long before the 1830s.

The feminization of

teaching was an evolutionary process rather than one which
occurred suddenly in the 1830s.
been little recognized,

This is a history which has

say Flickinger

(1991)

and Jensen
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(1984) ,

citing detailed records of early dame schools and

academies from Connecticut, Massachusetts and Pennsylvania.
Flickinger

(1991)

speculates about some of the reasons

for the popular belief that women did not teach until the
common school movement and why historians such as Ginsberg
(1988),

Grumet

(1988),

and Sugg

(1978)

have recorded the

dramatic and sudden appearance of women on the scene rather
than recording the gradual feminization of the teaching
force.

She attributes this fact to the clear-cut separation

in the American public's mind of the public sphere and
private sphere.

The former traditionally receives far more

attention in male-constructed American history textbooks,
which value political and military history,
social history.

and devalue

The failure to acknowledge the domestic

life of the woman as worthy of scholarly attention would
account for historians paying little attention to the role
of the mother as a teacher within the family,

or recording

little history of the women who worked primarily with very
young children in the dame schools.
work,

not the work of a professional.

taught,

Hoffman

teaching,

(1981),

reminds us.

Women have always

feminist historian of women in
Since this was part of woman's

natural and domestic work,
the historical record.

Teaching was woman's

it did not merit becoming part of
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Women's Work
Historically,
1989; McCall,

teaching has been women's work

1986;

Shakeshaft,

1987; Weiler,

make up the majority of the teachers in
1870,

(Apple,

1988).

Women

public schools.

By

60 percent of the teachers in this country were women.

In 1888 an investigator reporting to the Association
for the Advancement of Women declared that 67 percent of the
teachers were women.

By 1900,

percent and ten years later,
43).

the percentage reached 70

80 percent

(Grumet,

1988,

p.

In 1920 women made up 85 percent of the teaching force

(Schmuck,

1987,

p.

76).

Further data strengthens the picture of teaching as
women's work.

Up until the 1970s eighty to ninety percent

of all women college graduates entered the teaching field
(Lanier,

1987).

By 1900,

50 percent of the black teachers,

a major force in the segregated school systems,
(Schmuck,

were women

1987).

It is true that secondary education,

which is the

level of public school education I have studied,

has a more

balanced ratio of men to women than elementary teaching.
The ratio of men to women in public high school teaching
began to even out in the 1960s.

In 1929 women made up

sixty-five percent of the teaching force in high schools,
and the early 1980s men made up about fifty-one percent
(Schmuck,

1987,

p.

80).

Nonetheless,

the secondary school

is sex-segregated internally by subject matter.

Males
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predominate in science and math,
arts and music

(Schmuck,

1987,

p.

social studies,
81).

industrial

Naturally,

these

figures are in tandem with the outside world where men
dominate the technological and scientific world,

local,

national and world politics and even symphony orchestras.
The Economics of the Growth of a Feminized Profession
Just as communities welcomed women to take on the
"summer watch" of teaching for economic
precedence to education)

reasons,

(farming took a

the teaching workforce

became feminized primarily from economic motives.
early era of the Industrial Revolution.
options for men opened,
schoolteaching.
(women),

Many more career

promising greater wages than

Consequently,

the surplus labor force

which a capitalist economy promotes,

schoolteachers,

In the

but at much lower wages.

became

Women earned 60

percent less than their male teacher counterparts.
the major themes of Apple's

(1983b)

One of

analysis of the gendered

work force of teaching is women's unheralded role as surplus
labor which has consistently served as a major bulwark to
the maintenance of a capitalist economy.
Madeleine Grumet

(1988)

gives a most detailed political

and economic history of how it came to be that women were
the ones to fill the teaching jobs demanded by the common
school movement.
cities.

Immigrant children teemed into American

Politicians eager to "Americanize" the masses but

reluctant to call for taxes to finance the common school
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movement

looked for ways to provide schoolteachers at the

cheapest price possible.

Ginsberg

(1988,

p.

32)

adds that,

because of greater restrictions on their education and
career options,

women,

compared to men,

not only could be

recruited for less pay and with fewer demands for authority,
but also could be induced into attending normal

school and

committing themselves to an occupation with relatively
status,

power and remuneration.

Grumet reminds us,

that teaching paid more than women could make

low

however,

in factory

work.
That women filled a demand for teaching positions was
true not only

in the northeast region of the United States,

but all over the country.

In the mid-1800s the Board of

National Popular Education recruited several thousand
teachers to trek westward to Ohio,
Wisconsin to teach.
1981,

p.

Ill).

Illinois,

Iowa,

Over half of them remained

and

(Hoffman,

Hoffman also relates the history of the

7,000 women who went south after the Civil War:

"This was a

little known history of self-sacrifice and fulfillment
carried out by the daughters of established families with
names

like Towne,

Gardner,

Chase,

Holly,

says Hoffman

(P-94).
Thousands of

letters and at least a dozen books were

published which document this
but historians

"first civil rights movement,"

ignored them until revisionist historian

Hoffman reconstructed that experience

in her history of
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teaching.

In her book we have a chance to hear the actual

voices of those early women teachers
However,

Hoffman

(1981)

women were not just pawns

(Hoffman,

and Grumet

1981,

(1988)

in the economy.

p.

indicate

Members of this

new teaching cadre were eager to exercise

independence from

their families and earn a wage better than that paid
mills.

94).

in the

Economic need may have been responsible for bringing

the women into teaching,

but Madeleine Grumet

(1988)

provides an explanation that gave me pause to think about
the singular force of economics.
She argues

from a psychoanalytic stance that for women,

stepping into the work force of teaching
century was a

liberating act.

That is,

in the mid-19th
it

freed them from

the confines of the kitchen with their mothers,
(psychologically)

from whom

they were trying to differentiate.

Rather

than continue the tradition of the nurturing mother in the
schoolroom,

however,

"Schoolmarm,"

women turned in the

image of the

on the psychological assumption they were

recreating their father's world for themselves.
took on the cloak of power in the classroom,

Thus women

in exchange

for

submitting to the wishes of the administration outside the
classroom.

I

shall speak in more detail about this

in the

section on the psychological context of teaching.
Economic factors combined with social
create a feminized profession.

factors

Thousands of women

to
filled

rooms of their own in schoolhouses across the country.
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The Justification for the Feminized Profession
A recurring theme in the histories of women
is how fickle the public's
how it

in teaching

image of the schoolteacher

is and

influenced not only educational policy and power

relationships within schools,

but also the public's

influenced how teachers viewed themselves
Lather,

1987;

women is

Weiler,

1989).

"intimately"

claims Lather

(p.

remained static.

(Hoffman,

image
1981;

The social role ascribed to

related to public school teaching,

33).

However,

Because

these

cultural

images have not

images of the

schoolteacher grow out of the economic and social
they are subject to "change,"

claims Lightfoot

structure,

(1978,

p.

44) .
Each stage in the historical process
the profession.
I

there was a denial that women were

But in the 1830s as their presence

became evident,

its mark on

In the histories of the colonial period,

indicated earlier,

teaching.

left

as

in

in numbers

an ideology developed which served as a

justification for what was becoming a feminized profession.
The

ideology

extolled the role of women as the natural

caretakers of children.

Because teaching was considered

good practice for being a wife and mother,

the feminization

of the profession did not appear as a threat to the
cherished established order of women's domain as the private
sphere and men's domain the public sphere.
women's presence

They justified

in the schoolhouse by thinking of the

29
school as the extension of the home; therefore,

it was

natural that women would transfer their domestic service
from the home into the school

(Douglas,

1977; Jensen,

1984).

Educators like Horace Mann and Catherine Beecher preached
this "gospel" to a believing public.

Hoffman

(1981)

describes Beecher:
Catherine Beecher, the early and eloquent spokesperson
for women in the teaching profession, was a harbinger
of the shift of public opinion.
Since the founding of
Hartford Female Seminary, she had been a tireless
proselytizer for women's education.
In her twenties
she had already defined and exalted woman's work as
teacher within the family circle.
Women were more
suited than men to the work of human development, she
argued because they were more "benevolent," more
willing to "make sacrifices of personal enjoyment. . .
To enlighten the understanding and to gain the
affections," she wrote to a friend, "is a teacher's
business."
For this work, woman is "best fitted."
Always a proponent of separate "spheres" of influence
for male and female, Beecher distinguished teaching
from improper intrusion of females into the male world
of paid work:
the school was an extension of/ or
substitute for the domestic culture of the home. . .(p.

.)

10

Sugg

(1978)

subtly,

but not very politely,

evolution of the "Motherteacher;"

Hoffman

"Teaching as a Woman's True Profession;"
"The Cult of True Womanhood."

calls this the

Douglas

(1981)
Weiler

(1977)

names it
(1989),

says this

construct evolved from the societal "Cult of Motherhood,"
which refers to the 19th century conception of woman as the
upholder of the moral and social order in the family and
society—a job which then freed men to concentrate on the
business and economic order of the society.
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As America became urbanized and the schools became more
"managed" and bureaucratic,

the "establishment" called this

principle into question and a new attitude emerged known as
"women peril"

(Weiler,

1989).

Instead of the glorification

of the women-nurturer which justified their entering
teaching,

a harsh critique of women in teaching emerged.

"Women Peril" meant male critics

(like Charles Eliot,

President of Harvard College and The Male Teachers
Association of New York)

lamented women's "takeover" of

educational institutions.

From an historical perspective,

one could no longer call the modern school an extension of
the private sphere; urbanized school systems were far afield
from the one-room schoolhouse.

It was now popular opinion

to think that women teaching "America's sons" were a
detriment to a technologically superior society which now
also rated as a world power.

"Women lacked the intellectual

capacity to prepare boys to live in a modern world"
1989,

p.

(Weiler,

22).

This development should have come as no surprise.
After all,

the cult of womanhood was not based on women's

strength as an intelligent being,
inclination to nurturing.
dichotomies.)
of women,

but on her natural

(Of course they were viewed as

Our culture has been full of negative images

Lightfoot

(1978)

teachers were no exception.

reminds us.

Women school

The "cultural roles of mother

and teachers have always been given a demeaning and negative
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case in this society"

(p.

43)

and the "collective memories"

of the public drawn from their own negative experience with
schooling has not helped the image of school teacher
65).

(p.

While film and literary images of the woman

schoolteacher abound,
Hoffman,

1981).

few are positive

(Grumet,

1988;

The concept of the two separate spheres

ordained by nature,

one the domestic and the other the

public and deeply embedded in the American mind,

took on a

different translation depending on the economic and social
needs of the times.

What always remained the same was the

demeaning attitude about women's intellectual capabilities
and a condescending attitude about the value of the
nurturing role which is why instead of saying the image
constantly "changed," I would say,

historically the image of

women school teachers has been somewhat constant—always
negative.
This social history of the shifting,
changing,

but never

image of the woman schoolteacher has left a legacy

of conflict and contradiction with which we continue to
contend.
Conflicts and Contradictions of the Historical Legacy
Thee feminization of the teaching force both promoted
and sabotaged the interests of women in our culture
1988,

p.

32).

It created contradictions,

conflicts,

(Grumet,
and

complexities that are a powerful determining force in the
teaching profession.

While these historical forces,

(a)

the
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teaching profession as women's work,

(b)

the characteristics

of the teaching profession determined by economics,

(c)

the

teaching profession fraught with myths and distortions which
undermine

its values,

may be"invisible,"

they nonetheless

determine the assumptions of the practioners,
student teachers
Let's

theorists and

involved in this study.

look at the consequences of the feminization

process and the results of not knowing this history.

It

will help us understand the conflicts and contradictions
that a

"feminized" profession created and which surround the

atmosphere

in which student teachers

society professes a belief
belief

learn.

First,

American

in democratic education and a

in the nurturance of children.

We turned the task of

education over to women with great optimism and promise,

but

there have been minimal expectations and minimal resources
for

institutions mostly identified with women and the

servicing of children.
Second,

learning to teach has never been considered

difficult since the popular belief has been that all an
effective teacher needed was the common sense and natural
instinct of a mother raising a child.
involved

Most of those

in educational administration and policy making

thought of

learning how to teach as merely gaining more and

more experience in front of the classroom.
Third,

Sugg

(1978)

in his work,

Motherteacher.

argues

that the nature of schooling became anti-intellectual
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because of the acceptance of women as the majority of the
teaching workforce.

Consequently,

American education put

more of a priority on taking care of the children rather
than fostering academic excellence,

he says.

The American

public's image of the schoolteacher did not make room for
women with intellectual capacities; they were to be
caretakers—nurturers.

Yet at times,

when there is a

societal demand for more technological and scientific
knowledge,

as in the Sputnik era of the 50s or in the

current economic crisis with its hue and cry to "catch up"
with the Japanese,

it is the school teachers who are blamed

because they have not provided a challenging academic
curriculum.

Apple

(1983b)

reminds us to take notice of the

connection between teaching as a feminized profession and
the national politics of school reform.

Educational reform

has been license to criticize women's ways of teaching and
to blame women for the paucity of academic excellence in
this country or for a breakdown in family values in our
society.

Educational reform is "women peril"

Fourth,
matter,

to further complicate and contradict the

since the predominant image,

school systems,
emotional,

in disguise.

especially in the city

was that this female corps of teachers were

irrational,

dependent and passive,

the assumption

was that a corps of administrators was needed to supervise
them

(Apple,

1983).

It is no wonder teachers are thought of

as a subservient workforce.

Fold that fact into the
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findings

from the interviews

in Chapter IV and we begin to

unfold one of the major vulnerable spots

in American

education.
Fifth,

when we read Hoffman

(1981)

and Spender

we become aware of the fact that there has been a
history of resistance and agency among women
which has been barely acknowledged.

(1982),

long

in teaching

For example,

the early

teacher union activities and programs reflected the female
views of the profession as a reaction to the male-oriented
institution.
teacher

There were teacher organizations which saw

issues as women's

issues

(Hoffman,

1981).

In the

early 1900s over 14,000 women joined the New York
Interborough Association of Women Teachers to press
equal pay for equal work.

Through their efforts,

though women did not have the vote,
the New York Legislature
There
that

is a

in 1911

long history of

for

even

they won their case

(Hoffman,

1981 p.

in

215).

individuals who resisted

is slowly being recovered and made public.

In

1880,

Mary Abigail Dodge published a poem in Our Common Schools
charging the schools with degrading women teachers by
forcing them to adhere to
bureaucratic nonsense.
"columns and pages"
(Hoffman,

1981,

p.

"petty and minute supervision"

Administrators forced teachers to do

of record keeping,
255).

she

insisted

A line from Dodge's poem about a

teacher averaging her grades and attendance on a Saturday
night

illustrates:

and
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And the teacher's spirit walked one day
In the old familiar places.
A mound of fossilized school reports
Attracted her observation
As high as the State House Dome, and as wide
As Boston since annexation.

Sixth,
own

teaching is a

internal hierarchy.

low status profession and has
One of the reasons

for

it

low

status grew out of

its association with a second class

citizenry—women.

To demonstrate just how intricate and

ingrained the gender and class

issues are,

its

note that when

many of the colleges and universities began to compete with
the normal schools for students,
rather than elementary,

they set up secondary,

teacher training programs.

Men,

who

were filling the ranks of the higher status secondary
teaching wanted to avoid the low admission standards of the
normal

school,

system.

its practical emphasis and its

feminized

Instead they took advantage of the offer from the

colleges and universities for secondary teacher education
(Ginsberg,

1988 p.

34).

Even the different

education perceive of themselves

levels of

in a hierarchy;

meanwhile,

every level of education sits at the low end of the
hierarchy of the professions.
Finally,

what has not yet been articulated directly

is

that the history of women in teaching shows us that women
dominated the profession

in numbers,

shall talk about in further detail,
chapter,

but not

in power.

As

I

in the next part of this

men dominated the teaching profession,

just as they
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did the business and commercial,
professions.

artistic and cultural

They ruled the public sphere.
Summary

The history of women in teaching lies hidden within the
walls of the school building,

like insulation,

permeating

the atmosphere of the school without our being conscious of
it.

It is as

if women in teaching were like a family that

does not acknowledge its generational past,

or like an

adopted child who has never learned about her birth parents.
The history of women in teaching is a history of the
profession,

though it is rarely interpreted

in that way.

The history of women in teaching teaches us that on the
surface we women appeared to have a profession of our own;
in reality the patriarchy owned the profession;
rooms.
history,

we rented

The people who work in the schools may not know this
but they act it.

know this history,

Women student teachers may not

but they may sense

it.

To not know this

history determines how we think about schooling.
acknowledge the history of women's

Failing to

long established

contribution to the development of public school teaching
has allowed us to perpetuate the myths about American public
education.
context

These myths become an integral part of the

in which student teaching takes place.

The Political Context of Women in Teaching
The principal

feature of a patriarchal

domination of women by men,

society

is the

or more subtly the domination of
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male associated values over female associated values which
permeate all

institutions within the culture.

surprise that distribution of power
schools

is asymmetrical,

1981;

is no

in public secondary

since gender shapes asymmetrical

power and privilege relationships
(Clarricoates,

It

Lather,

in the society at

1987).

large

The structure of the

schools has grown up around women's subordination to men
(Apple,
women

1983a;

Lather,

1987)

even though there are more

in the teaching profession than men.

There

is

widespread agreement that teachers work in a male-dominated
institution
Sugg,

(Apple,

1983a;

Lather,

1987;

Spender,

1982;

1978) .
The administrators of the primary and secondary public

schools are predominantly men

(Shakeshaft,

the prime policy and decision makers
In 1887,

(Grumet,

They are

(Clarricoates,

when 67 percent of the teachers

were women,

1987) .

1981).

in this country

only 4 percent of the administrators were women

1988).

Today,

72 percent of all teachers are

female and 32.5 percent of administrators are women.
1927,

only 10.2 percent of all

were female.
1992,

p.

In 1990,

7),

but

policy makers
Women,
have

In

local school board members

it has climbed to 33.7 percent

(AAUW,

it is significantly less than half of the

in public schooling.

clustered at the base of the pyramid of power,

little chance for advancement

administrative jobs

in education.

into high paying
Shakeshaft

(1987)

38

contends that the lack of women in administration
perpetuates itself because curriculum training in
administration is geared toward men.
however,

Biklen

(1986),

argues that women don't want to administer;

they

have different goals than men; they do not aspire to
administrative jobs because traditionally those jobs do not
represent the work that women prefer.
consider administration a promotion

Women tend not

(Biklen,

1986).

They

tend to seek leadership roles that do not take them away
from teaching

(Shakeshaft,

1987).

Nonetheless,

it has been

the male definition of success which determines what can be
considered "leadership."

Current thought about educational

administration is changing,
theory.

if not in practice,

at least in

Instead of relying on the metaphor of education as

business with a CEO at the top of the hierarchy,
organizational theorists like Sergiovanni and Senge prefer
to think of school organizations as a "community"
(Sergiovanni,
1990).
work

1980)

For example,

(teaching)

business.

or "learning organizations"

(Senge,

schools have traditionally separated

from decision making,

borrowing a model from

If the metaphor were community or learning

organization,

women might feel more comfortable in the

workplace as teachers,

or they might even be more interested

in taking administrative roles.
Much of the literature on organizational theory claims
that organizations administered by women might well be
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different places
1990).

(Helgesen,

Shakeshaft

public schooling.

(1987)

1990; Peters,

1990; Rosener,

says this would be likely for

Her review of the research leads her to

say that women's leadership profiles are different from
men's.

Drawing from Carol Gilligan's

(1982)

work,

Shakeshaft claims her studies show that generally men and
women have different moral priorities:
caring; men,

an ethic of rights

(p.

4).

stress cooperation and collaboration,
autonomy and individuality.
priority to service,

women,

an ethic of

She claims women

while men stress

Women administrators,

caring and relationships,

who give

are more

concerned about teaching and learning and building
community.

Women believe in a sharing of power.

"power is not finite,

To them

but rather expands as it is shared."

They use "power to empower"

(Shakeshaft,

1987,

p.

19.)

It is important to keep in mind that this talk about
how women or men think or act is based on a belief about
characteristics attributed to women in this culture.
Shakeshaft is not claiming these are natural
characteristics,

but values learned by women through their

socialization into American society.
Patriarchy is more than a system for passing on the
male line.
world.

It is a way of thinking—a way of viewing the

What are the consequences of placing women student

teachers in a setting with such a world view?
Shakeshaft

(1987)

For example,

suggests that one way to deal with the
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differences in thinking between men and women administrators
is to be sure novice women administrators intern with female
administrators.

Her recommendation has interesting

implications for teacher education.

Would it make sense to

match women teachers with women student teachers?

Would it

make sense to run a student teaching seminar for women
teachers where the central texts would be

(a)

their writing

of their experiences as women in the school and classroom
and

(b)

the writings of researchers like Shakeshaft and

Gilligan?

The Origins of Patriarchy in Schools
Originally,

in the days of the one-room country school,

both the management of the school and the teaching were in
the hands of the school teacher

(Schmuck,

1987).

The

centralization of power in education grew side by side with
industrialization and urbanization.

Urbanization and

technological development encouraged the growth of
scientific management systems analogous to what appeared to
be the highly successful systems in business.
was that individual teachers,
growing cities),
like their

(mostly women in the fast¬

teaching in individual classrooms,

factory worker counterparts.

machines or in their classroom,
supervised.

The belief

were

Whether at their

they needed to be

The growth of centralized administration and

bureaucratic management grew as the public trust in women
being in charge of the education of children began to erode
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(the "women peril" I discussed in the history of women in
teaching).

Hoffman

(1981)

points out that the

administrative elite did not trust schoolteachers to control
their classroom or impart acceptable values.
The professionalization of American schools came to
mean the professionalization of the school,

not the

to

teachers.

With the bureaucratization of the schools,

the 1920s and 30s,

during

teachers became less and less autonomous;

that is precisely the time when the number of women
administrators began to decline.

There were more women

administrators in the first two decades of this century than
there are now.

In 1990,

27.3 percent of the principals in

this country were women and 4.8 percent were superintendents
(AAUW,

1992).

During this bureaucratization stage,

schools became

more departmentalized and more specialized.

Administrators

and school boards rewarded teachers for their obedience to
authority.

Women teachers had little power over working

conditions,

school governance or programs.

Apple

(1989)

refers to this as the beginning of the "deskilling" of the
teachers' movement,

which continues to this day,

as the work

of the teacher becomes more and more proscribed in
publishers'
Spelman

curriculum guides and with standardized testing.
(1988)

points out that because the school

structure divided teachers into separate classes,
departments,

divisions,

vocational schools and academic schools,

women
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did not gather easily in the name of their own cause.

There

are other explanations for why women teachers did not
organize readily.

For example,

since administrators were

mainly from the white middle class,

white middle class women

teachers were fearful that if they exercised resistant
behavior,

they would be "undermining" the power position of

their own race and class
says Lather

(1987),

(Mazza,

1983,

p.

34).

Ironically,

"teachers and mothers are required to

raise children in the service of a dominant group whose
values and goals they do not control.

Women are expected to

socialize their children to conform to a society that
belongs to men"

(p.

29).

One of the reasons I conducted

this research was to discern whether student teachers
actually experience what Lather,
Mazza

(1983)

(1987),

Spelman,

(1988)

and other feminist educators describe.

Women Resisting the Patriarchy
Researchers like Hoffman,
Weiler

(1988)

(1981); Taafaki,

(1992);

and

provide evidence which contradicts this story

of total deference to the patriarchy and a lack of cohesion
and collaboration.

Hoffman details stories of individuals

and organizations that defied the system; Taafaki documents
a long history of women teachers collaborating with one
another,

and Weiler interviewed large numbers of women who

felt a mission to change the system.
That many women taught and acquiesced to supervision
and management in ways which supported the interests of the

43
more powerful groups
34).

Nonetheless,

in society is clear

1983

p.

that there were others who were agents of

resistance and change is also true
Social

(Mazza,

forces do determine

inequities govern women's

(Spelman,

individual
lives.

lives;

It is

1988,

p.

62).

structural

important,

however,

to note that women in teaching have not been totally
accepting of the status quo in power relationships

(Anyon,

1984;

look at

Grumet,

the issue of

1988).

Spelman

(1988)

reminds us to

inequitable power relationships as

just that—a

system of relationships—not simply a gender role out of
which women dare not step.

Giroux's

(1988)

"oppositional

teacher"

is a conceptual version of this resister.

feminist

literature tells the story of women

Some

in teaching by

casting the subjects as victims of the system,

but the more

current scholars and researchers tell the story of women by
casting the subjects as resisters

(Anyon,

1984;

Grumet,

1988) .

How the Patriarchy Works in Women Student Teachers'
Undergraduate Education
Mitrano

(1981)

and Shakeshaft

(1987)

provided the major

sources of direct material on the patriarchy and student
teachers.

The undergraduate education of women teachers-to-

be takes place in male defined higher education

institutions

(Mitrano,

the research

1981,

p.

21),

meaning the curriculum,

and development programs,
administration have

and the values of the faculty and

"contributed to the maintenance of sex
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role status quo."

The more male dominated an organization,

the more women are conscious of their own behavior and the
more they calculate each move.
performance,
Shakeshaft

"Women must always be

creating a most stressful environment,"

(p.

in
notes

17).

Mitrano states that the student-teacher relationship
teacher education,

as

it

is set up,

stereotypes also.

Women are "expected to take orders,

give them;

to cooperate,

themselves

for approval and thus

quality of their work"

perpetuates the sex-role

not initiate;

(p.

in

not

to seek outside of

feel anxiety about the

23).

One of the questions

for

this research is whether this has been the experience of
undergraduate education students.
Sexism in undergraduate education occurs not
result of

interpersonal relationships,

but also

just as a

in the

resources and materials used in teacher education.
and Sadker report that

in 1980,

when they analyzed twenty-

four popular teacher education textbooks,
percent of the material
sexism.

less than

in the texts spoke to the

1

issue of

The authors concluded that teacher education

"reinforces sex bias rather than reduces
Sadker,

Sadker

it"

(Sadker and

1980).

How the Patriarchy Might Work in a Secondary School
Site for Student Teaching
It

is

important for the reader to note the title of

this section.

It

is not how things work,

but how things
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might work.

I have based the concepts of how the patriarchy

operates within the school on some generalized reading about
power relationships
1986)

in organizations

including school organizations

1987) ,

(

Morgan,

Gitlin,1987;

Nias,

not on specific research studies that have been done

on power relationships
Power,

in the public school.

as I am thinking of

the organization,
It

(Kantor,1977;

it,

derives

from the

life of

not from an individual drive for power.

is not a characterological but a social structural

(Kantor,

1977,

p.

In the past,
finger at

172).
I personally have been quick to point the

individual

student teachers

issue

(female or male)

teachers

in a patriarchal manner,

for treating

or at

individual

cooperating teachers for their failure to understand the
debilitating influence of domineering behavior in their
relationships with student teachers.

But I have come to

understand the role of the school structure
influence on teacher behavior.

Gitlin

itself as an

(1987)

says:

. . . these [personal] rebukes rarely consider the
influence of school structure on teacher behavior.
As
a result, reform efforts often leave intact the
structure which at least partially accounts for what
teachers do in school (p. 107).
Gitlin

(1987)

lists some of the more powerful elements of

school structure which influence teacher behavior.
line after curriculum and compartmentalization,

he

Third in
lists

school hierarchies:
Administrators are at the top (of the hierarchy)
because they set a variety of school policies,
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determine where supplementary funds are spent, control
to a large extent teacher evaluation, and distribute
responsibilities such as being department chair or
coach.
Teachers find themselves in a responsive mode,
reacting to the particular context established by
administrators while at the same time they are
competing with one another for the small rewards the
principal offers.
Students, of course, are on the
bottom rung, without control (p. 109).
Kantor

(1977)

in corporations,

writing about behavior of men and women

sets

forth an interesting theory about

powerlessness that may also explain why hierarchies persist
in public secondary education:
People who have authority without "system" power are
powerless.
People held accountable for the results
produced by others, whose formal role gives them the
right to command but who lack informal political
influence, access to resources, outside status,
sponsorship or mobility prospects, are rendered
powerless in the organization.
They lack control over
their own fate and are dependent on others above them—
others whom they cannot easily influence—while they
are expected by virtue of position to be influential
over those parallel or below (p. 186).
It

is Kantor's analysis of how people who have

authority without

"system"

powerlessness that has

power respond to this

implications for the

environment of schools as sites
According to her definition,

learning

for student teachers.

teachers are powerless.

People

who are powerless tend to exhibit controlling behavior and
supervise closely those under their jurisdiction,
Kantor.

The

"powerless turn to control over others.

want to be right all the time,"
189).

says

claims Kantor

They tend to become "rules minded"

their domain jealously"

(p.

189) .

and

(1977,

They
p.

"they guard
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This theory has

interesting implications

for the

student teacher's relationship with the cooperating teacher
and her own relationship with her students.

Kantor's theory

provides plausible explanation for the behavior of the
controlling,

domineering cooperating teacher.

student teachers experience this
controlling behavior?

Do women

"rules mindedness"

Do they feel

or this

it growing within

themselves during their teaching experience?
Even more significant to our understanding of why
mentor teachers might treat student teachers as subordinate
is the section of Kantor's work which suggests that
corporation,

in a

promotable managers are:

. . .more likely to share information, delegate
authority, train subordinates for more responsibility
and allow latitude and autonomy.
Unpromotable
supervisors, on the other hand, may try to retain
control and restrict the opportunities for their
subordinates' learning and autonomy.
The current job
is their only arena for power, and they anticipate no
growth or improvement for themselves.
Moreover, they
have to keep control for themselves, so that it will be
clear that no one else could do their job.
Subordinates must be forced to exercise their skills as
narrowly as possible, for a capable subordinate
represents a serious replacement threat (1977, p. 173).
Given the way schools are organized,

school teachers

are rarely in the position of the "promotable"
Because seniority rules govern union contracts,

employee.
it

is

unlikely the student teacher will replace experienced
teachers.

Nevertheless,

there

is another type of

replacement that can occur in schools.

The student teacher,

because of her age and energy and/or innovative teaching
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methods,

often becomes a favorite with the students and,

therefore,

a possible threat to the permanent teacher.

Domination by a cooperating teacher can occur in more
subtle ways as well.

Individuals can impose their will on

others while being perceived as having the right to do so
(Morgan,

1986).

corporations,

Kantor

(1977)

in her analysis of power in

says there is a way to "earn" the right to

dominate and to say "this is the way to do it" which appears
to be applicable to what happens in the mentor-student
teacher relationship.

Kantor claims those who are in

authority and dominate others legitimize their right by
either doing it bureaucratically by saying,

"This is the way

we are supposed to do it," or they do it technocratically by
saying,
148).

"It is best to do it this way"

(Kantor,

Schools are guite adept at doing both

1977,

(Lortie,

p.
1975).

I have designed this exploration into the lives of women
student teachers to figure out whether any of these power
dynamics are more evident in female gender relationships.
Power,

says Nias

(1987),

dependence on authority.

can be used to set up a

Authority dependence is not a

"healthy relationship" because "the less ready individuals
are,

through temperament or training,

authority,

to challenge

the more they will resist perceiving evidence

which would result in accommodation to new ideas.
Authority-dependence may be closely linked with a closed
mind"

(Nias,

p.

140).

Later in this second chapter I
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introduce the ideas of Madeleine Grumet
that,

historically,

dependent."

(1988)

who contends

women teachers have been "authority

Have the stories of these women student

teachers revealed this "authority dependence" dynamic in
their relationships with women cooperating teachers or with
male cooperating teachers,

or will they themselves exhibit

"authority dependent" characteristics?
Kantor reminds us that power does not always have to be
used to dominate.

Power can be used by a person to express

their autonomy and independence or to promote autonomy and
independence in other individuals

(Kantor,

1977,

p.

172).

Domination results in limiting another person's autonomy and
independence and therefore their growth; promoting autonomy
has the opposite result.

It seems reasonable to believe

that if school structures are hierarchal and patriarchal,
like corporate structures,

many of the unhealthy power

conditions described by Kantor will show up in the interview
material.

Power Relationships Between Student Teacher and
Cooperating Teacher
Little has been written about the impact of gender on
student teacher-cooperating teacher relationships.

Some

research in educational administration tells us that the
gender of teachers affects what is communicated and how it
is communicated in administrative supervision of faculty
members.

Shakeshaft

(1987),

in a survey of research on
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gender

in educational administration,

claims that the

research shows that the same words spoken by a male
supervisor have different meanings to male and female
teachers.

Men and women listen for different information.

For example,
for feelings,

according to Shakeshaft,
men for facts.

(1987)

women listen

Women tend to be evaluated

*

less

favorably than equally competent men.

It would be fair

to ask whether the same data would hold true for female
student teachers and their relationships with cooperating
teachers or supervisors during their student teaching.
women student teachers feel as

if male cooperating teachers

or supervisors are speaking a different language?
feel as

Do

Do they

if they are being evaluated more stringently?

there discernible differences

Is

in the way women student

teachers work with one gender of cooperating teacher or
another?

How Power Relationships and Politics Are
Viewed By Student Teachers
Student teachers may be surprised to find power
relationships dominating their practicum experience.

This

may stem from a commonly held belief that school
organizations are exempt from power politics.

Preservice

education courses do not tend to address topics centered
around power politics
1990).

Zeichner

in the school

(1988)

(Guyton and MacIntyre,

points out that some preservice

teacher education programs are based on the assumption that
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student teachers are not ready for conversation about
problematic issues

like power relationships

in the schools.

The thinking is that they have enough on their minds during
student teaching;

these complications will come

later.

The

belief that political

issues are not women's or children's

domain

(Grumet,

and are not associated with female

values

(Belenky,

Morgan

(1986)

1988)
1986)

says,

may account for this attitude.

"It is not unusual

for teachers to treat

conflict as purely interpersonal and not a natural part of
the organization."

Morgan and Nias never speculate about

the possible contradiction between women's values and the
nature of conflict which might explain why a woman's
profession may eschew conflict.
One of the liabilities Nias
work on school cultures

is that,

(1987)

points out

in general,

in her

teachers are

unable to deal well with conflict.
In short, potential conflict in school staffrooms tends
to be treated as a pathological symptom rather than as
a naturally occurring phenomenon, the resolution of
which can lead to personal and collective growth (Nias,
p. 143).
Neither Nias or Morgan suggests avoidance of conflict occurs
due to women's proclivity for collaboration and cooperation,
rather than independence and competition.

Summary
More research which directly addresses how the
domination and power inhibit the
student teacher,

forms of

learning process of the

and thereby prevent us

from creating rich
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learning environments

in schools,

is critical.

It

is

critical not only for the student teaching process,
the

but for

improvement of schools as organizations.
All of this

relationships
about the

literature on patriarchy and power

in schools raises the question in my mind

implications of funneling women teachers

into a

competitive,

hierarchal school system that rewards personal

achievement,

when it may well be dissonant with the values

of many of the teachers who would prefer collaboration and
cooperation.
To what extent do student teachers sense the politics
of the context

in which they work?

How does

the experience of women student teachers?

it play out

in

Whether this

literature connects at all to their experience

is at the

core of this study.

The Psychological Context of Women

in Teaching

This next section will examine the psychological
context of women in teaching.
Introduction
How our society defines what it means to grow up male
or female

is one of the major factors

psychological structure of our lives
Consequently,
men

(Lather,

1987) .

women experience the world differently than

(Belenky et al.,

1990;

in shaping the

Shakeshaft,

1986;

1987).

Clarricoates,

1981;

Gilligan,

While previous portions of this

second chapter describe external

forces which shape the
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context of student teaching,

this portion provides the

study's backdrop for understanding the participant's

inner

life.
"Most of the

literature on teacher socialization pays

more attention to external
McCall,
33);

a researcher of student teaching,

whereas the

basis

forces rather than

literature synthesized

internal,"

contends

(1986,p.

here provides the

for reading the stories of the young women from a

psychological stance.
The key voices

in this chapter are voices of women who,

just in the past decade,

have broken new ground in the study

of developmental theory:
Chodorow

(1978);

Mary Belenky,
Tarule

Jean Baker Miller

Carol Gilligan

Blythe Clinchy,

(1986).

(1982,

(1976) ;

1990);

Nancy

and co-authors

Nancy Goldberger,

and Jill

Not only have they guestioned the

appropriateness of traditional psychological theories based
on studies of males only as a measurement of the

"norm",

but

they have supplied us with increasing research founded on
women's experience.
These authors know and continue to build on each
other's work.
several
1990),

fields,

important feminist scholars

including business and management

school administration

education
1988) ,

In addition,

(Britzman,

1991;

(Shakeshaft,

Clarricoates,

1987)
1981;

in

(Helgesen,

and teacher
Grumet,

have grounded their academic papers and research

in
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Miller

(1976); Gilligan

Chodorow's

(1978)

(1982),

Belenky et al.

(1986)

and

concepts.

To begin this discussion on the differences in female
and male experiences,

I suggest we first look at what the

studies are showing about the psychological effects of the
fact that female students grow up in classrooms which are
very different places for them than they are for boys.
Second,

we will explore voice and silence in the psychic

lives of young women as described by Carol Gilligan
Thirdly,

(1990).

it is important to consider the findings of the

"New Scholarship" on women's ways of knowing as delineated
by Belenky et al.

(198 6) .

work of Jean Baker Miller

Finally,
(1976)

we need to glance at the

who argues the importance

of relationship in women's lives and Nancy Chodorow

(1978)

who helps us understand from a psychoanalytic stance how our
culture's practices of childrearing result in the psychic
structures which reproduce inequity between the sexes and
consequently different cultural outlooks.
"Girls"

in Schools and Classrooms

The student teachers I interviewed attended public
schools.

The biography they bring to their preservice work

includes how schooling treated them as girls and young
women.

Their schooling has a powerful impact on their image

of themselves and how they conceive of themselves as
teachers.
(1992)

The American Association of University Women

overview of the research on girls in school,

"How
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Schools Shortchange Girls" details compelling evidence for
the case that women are not treated well in our public
schools.

In two 1992 lectures at Simon's Rock and Berkshire

Country Day School,

Nancy Goldberger,

of women's development,
the AAUW reports:
we thought."
and girls."

an active researcher

reeled off statistics and facts from

"Women are not experiencing education as

"Classrooms are very different places for boys
Girls get the message "we are not smart

enough," particularly in math and science,

fields which our

society tends to value as the most significant areas of
knowledge.

Teachers give boys more attention; girls receive

less feedback.

Girls are interrupted more often;

the topics

they raise are given less attention; the teacher is more
likely to solve problems for girl students rather than coach
girls to work through the problem themselves.
These studies show that self-esteem for white and
Latino girls plummets when they reach high school age.
Goldberger adds,

"We notice the advent of eating disorders

and depression in girls at high school age."

Educational

psychologists note that girls tend to be imitative learners.
They learn the "right way to think" rather than to think
creatively or independently.

Unfortunately,

schooling for

women causes them to feel subordinate and incapable of
intellectual prowess.

Goldberger claims schooling teaches

us to be silent lest we be found out as impostors
1992;

Goldberger,

1992).

(AAUW,
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For purposes
so much the data
in

elementary

inequitable

and

of

this

what

is

significant

is

not

about the practices which marginalize women
secondary

schooling,

become teachers.

study,

schools,

as

the

outcome

of

particularly on the women who

Researchers

are demonstrating

over

the

then
and

4

over
is

that the

low

that
the

aftermath of

self-esteem,

one has
"patterns

as

of

are:

schooling
If

girls

the

are

Voice

and

a woman

"shortchanged"

Carol

Silence

voice"

(Gilligan,

in

and Women's
the

She

a

during their middle

what
and

they

see

consequently

to deny what

claims

risk

a

in

learn they have

loss

of

not

and

from this
in

experience?
extent has

Lives
stage

experience
her

our

school

and know around them,

image,

"shortchanged?"

adolescent

adolescent girls

where they either

body

that

discrimination

to what

time when girls

1982).

form

teaching been

that

1990),

of

school,

demonstrates
crossroads

I

student teacher's

Gilligan describes
a

sense

13).

realities

of

in Girls'

female development as
of

negative

the major questions

feminized profession

the

adolescence do

(AAUW p.

How do these

influence

and

for women

The AAUW report concludes

begin at early

girls mature"

schooling

levels,

declining self-esteem,

In conclusion,
material

low confidence

been silenced.

and depression that
disappear

gender-biased

years

"loss

arrive

be honest

relationships,

at

(Gilligan,

challenge

they know and keep themselves

a

research

culture

to

of

or

silent

the

about
system

they have
in

order

57
to keep those relationships.

Girls tend to choose the

latter to stay out of trouble.
In a society that places great value on young women
being well-behaved and acting appropriately—although,
contrast,

in

it is acceptable for boys to be curious and

rambunctious—it is no surprise that girls go
with what they know
of eleven,

(Gilligan,

1990).

they are "confident,

of courage."

feisty,

"underground"

Up to about the age
insightful,

and full

As they mature they acquiesce rather than risk

harming relationships that speaking out about what they know
would create.
"fragile"

J.L.,

long run,

their knowledge seems

and "going underground," which Gilligan calls

"resistance,"
times,

Over the

breeds anger and sadness.

"I don't know,"
1986).

resistance.

Even so,

If girls say enough

they begin to believe

it

(Miller,

there is a price to pay for this

The choice of staying connected and not

criticizing anything gets them into trouble with themselves,
but this

is better than trouble with others,

(Gilligan,
maxim to
1986)?

1990).

"be good"

girls reason

Do "good" girls extend this
into their roles as teachers

internalized
(Miller,

"How can girls both enter and stay outside of,

be

educated in and then change what has been for centuries a
man's world?"

asks Gilligan.

We understand that women
leaders)

(mothers,

teachers.

Girl

Scout

reproduce this system when we realize with Gilligan

that by and large adult women will not encourage the
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adolescent girl's public resistance.
we say.

"It's not becoming,"

Young women learn they can not count on adult women

(Gilligan,

p.

listened to,

529),

which results in a "feeling of not being

a desire for connection,

feeling disconnected,

an inability to convey or even believe in one's own
experience,

a disconnection between psyche and body,

and desire,

self and relationship."

voice

Does knowing about

"voice" and "silence" in women give us insight into the
meaning women make of what they undergo in their student
teaching experience?
Women's Wavs of Knowing
The "New Scholarship" which the feminist researchers,
Belenky,

Clinchy,

in their book.

Tarule,

and Goldberger

contributed

Women's Wavs of Knowing has greatly enriched

the discourse about women as learners.
affirmed,

(1986),

named,

This foursome

and legitimated women's ways of knowing,

an

epistemology that could revolutionize educational practice.
Their in-depth interviewing study of over one hundred women
enabled them to develop a series of categories of ways women
know.

According to them,

women may be

(a)

silent knowers

for whom truth is static and external authority is all
powerful;

(b)

received knowers for whom truth is absolute,

concrete and factual and which can be learned through an
external authority;

(c)

subjective knowers who believe

intuition can help create truth,
who think of self as powerful;

who say,

(d)

"I just know," and

procedural knowers who
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think of knowledge as objective,

though they recognize

multiple interpretations are possible and eventually come to
a turning point where they either join a community of
scholars,
elite,

separate knowers,

who think of themselves as an

or join those who become connected knowers who are

open to other perspectives,

who share ideas and gain ideas

by putting themselves in someone else's shoes;

(e)

constructed knowers who recognize we shape knowledge
ourselves,

knowers for whom truth is contextual,

faceted and everchanging

(Belenky et al,

multi¬

1986).

It is out of this work that feminist writers have come
to see women as favoring connected knowing,
knowing.

and constructed

Yet women because of their position in the

hierarchy have come to acquiesce to an educational world
which has taught them to favor the separate knower:
voice of logic and reason,
expertise and authority

the

impartiality and detachment,

(Belenky et al.,

1986).

It is this

contradiction in their lives which drives them to silence.
Belenky et al.'s work,
from the AAUW,

like Gilligan's and the report

suggests even another level to interpret the

meaning student teachers are making of their experience in
schools and classrooms.

If we listen to a student teacher

talk about her experience planning and executing lessons and
curriculum in the classroom,

or talk about her experience

working with the cooperating teacher or supervisor,

we can

gain insight if we think about what category of knower she
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is.

Thinking about the student teacher as a "silent

knower",

or a "connected knower" may be useful in

understanding some of the conflicts,

problems or successes

she runs into during her student teaching.

How she talks

about the parts of her life as a student teacher will be
affected by her own views on knowing and the views of
knowing to which those around her subscribe.

Is she someone

who has successfully resisted traditional ways of knowing or
is she someone who has been successful because she has
subscribed to the traditional ways?

Or is she someone who

has floundered in the traditional ways and whose intuition
directs her in ways of "connected knowing"?

Does she seek

"connectedness" not only in her relationships
1990),

but in her search for knowledge?

conflict with her students,

(Gilligan,

Does she run into

her cooperating teacher,

her

supervisor over issues which concern how she conceives of
knowledge?

Is she aware of the potential this issue has for

creating antagonistic situations?
The Importance of Relationships in Women's Lives
The major contribution of J.

B.

Miller

(1976)

to

women's scholarship is her ability to turn values associated
with weakness and women,
rather than liabilities.

such as dependence,

into assets

She asks us to question our long-

held worship of the value of personal independence by
turning it upside down and inside out.
convincingly,

Quietly,

but

she forces us to look at why independence may
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not foster autonomy as much as a kind of nurturing
dependence.

She asks us to look at dependence as a positive

rather than a negative force.

In brief,

she sees dependence

as relationship and relationship as beneficial to human
growth:

"Individual development proceeds only by means of

connection," she claims.

Chapters Eight and Nine illustrate

how critical Miller's work was in reading the portions of
the interviews about the experience these women had with
their cooperating teachers.
How Girls and Women Learn "Mothering"
Nancy Chodorow's

(1978)

psychoanalytic study of how

mothering is reproduced is seminal for this study and future
studies of schooling and gender because it offers a complex
explanation for the belief that cultural,

not biological

differences between males and females do exist.

Chodorow's

thesis is that until we alter our assumptions about how
children should be "raised," we will have inequity between
the sexes.

In other words,

our childrearing practices

reproduce patriarchy.
Our concept of childrearing is neither natural nor
biological,

she argues; nor is it taught to boys and girls

through role training.
do the childbearing,

Because it is natural for mothers to

we have assumed it is natural for

mothers to do the childrearing.

We have never expected men

to play any significant part in childrearing.

The way

mothers "mother" children is the reason for the asymmetries
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of western culture's gender system,

claims Chodorow.

She

does not blame women for the belief that mothers should
provide the primary care for children,

but rather sees it as

a system which has developed in capitalist culture to
support the traditional gender division of labor.

It is

this childrearing which establishes male and female patterns
in human relationships.
daughter relationships,

Intense,

uninterrupted mother-

from birth through childhood,

have

fostered in female unconscious mental processes the capacity
and desire to rear children.

On the one hand,

this

mothering reinforces and perpetuates women's relative
dependence

(Chodorow,

1978,

p.

31)

which makes the female's

struggle for autonomy highly conflicted.
the intense,

uninterrupted mother-son relationship,

early stages of development,
the son,

On the other hand,
in the

promotes a situation whereby

who naturally disassociates from the mother in his

quest for autonomy and sense of manhood because she is of a
different gender,

goes to the other extreme by repressing

his nurturing capacities to distance himself from any
feminine affective characteristics.
family is reproduced:

Thus the cycle of the

nurturing mother and "absent" father.

Because our culture places more value on independence and
reason than dependence and emotion,

this cycle perpetuates

inequity.
The inequity comes about not only because our culture
places more value on independence and autonomy than
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dependence and relationship,

but also because traditionally

women's work is associated with the domestic

(private)

sphere while men's work is associated with the public
sphere.

These spheres also stand in hierarchal relationship

to one another.

The public is privileged over the private.

The social organization of parenting does not just produce
role differentiation,

but sexual inequality

(Chodorow,

1978).
Ultimately,

Chodorow argues that men should be far more

involved in childrearing in order to break this cycle,

not

because childrearing is "scut" work and ought to be
partitioned out fairly,

but because it will provide a more

balanced and healthy psyche in both males and females and
ultimately result in equitable gender relationships.

"In a

society where women will be able to do meaningful productive
work,

have ongoing adult companionship while they are

parenting,

and have satisfying emotional relationships with

other adults,
."

they are less likely to overinvest in their

children.

.

(p.

212).

While she does not say this

outright,

I assume she also means,

in a society where men

will mix into their productive lives
reproductive work,

meaningful

they will be less likely to under invest

in their children.
Chodorow's theories about the effects of childraising
extend a layer of thought which can strengthen our
understanding of the meaning which women make of their
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experience teaching.
"motherteacher,"

Since our views of teachers including

"women peril,"

our views about motherhood,

"schoolmarm" are so bound to

she invites us to think deeply

about what teaching means in our culture and its ultimate
effect on the learning institutions we create.
pivotal for me was how she
on Chodorow)

(and Grumet,

What was

whose work is based

enticed me into thinking profoundly about the

relationship between childrearing's effect on the possible
development of male and female epistemologies.

Reading the

women student teacher interviews with the perspective of
psychoanalytic thought adds another tier to our
understanding of the relationships between student teachers
and their male and female cooperating teachers and
supervisors,
students.

and between student teachers and their own

It seemed beneficial to me to ask,

"Can

Chodorow's concepts teach us anything about a group of women
who are experiencing their first months of teaching in a
feminized profession which is housed in a patriarchal school
setting?"

"If we consider Chodorow's theories about

mothering,

while listening to the experiences of women

student teachers,

might we gain an interesting perspective

on how schools perpetuate gender inequity?"
Teacher Educators Integrate the "New Scholarship" on Girls
and Women into Their Research
Deborah Britzman
Kathleen Weiler

(1991),

(1988),

Madeleine Grumet

and Janet Miller

researchers and teacher educators,

(1988),

(1986),

four

have integrated
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Gilligan's
(1986)

(1982)

developmental theories,

concept of "women's ways of knowing," and,

Chodorow's

(1978)

idea of "reproducing mothering"

research and writing.
build on Gilligan's
(1989)

Belenky et al.'s

Britzman

(1982)

(1989)

and Weiler

developmental theories.

or
into their
(1989)
Britzman

borrows Gilligan's concept of voice in her research

on preservice teachers and says the problem of learning and
teaching is a problem "rooted in the struggle for voice"
144).

Weiler's research,

(p.

on feminist women teachers who

work for change in schools,

sees the successful development

of voice as the means by which women are able to teach for
change

(1988).

Chodorow's psychoanalytic concept of the

reproduction of mothering has had a profound effect on
Grumet's work on the relationship between human development
and curriculum development in schools.
leans heavily on

Miller's research

Madeleine Grumet and Carol Gilligan.

Grumet's Work
Grumet

(1988),

from Chodorow

a student of curriculum,

(1978).

borrows heavily

She believes that the unconscious

serves as the basis of all human activity including the
school curriculum.

Grumet explains that curriculum choice

is men's and women's response to our early experience with
reproduction as described in the object relations theory of
Chodorow.

The traditional objective,

curriculum is the male contribution;

linear,

dichotomous

the woman's

contribution was to accept this curricular form because it
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was her desire to differentiate from her mother.
she submitted to the patriarchy,

Therefore

which meant she did not

openly resist a school curriculum that lacked subjective,
aesthetic,

and caring qualities.

Grumet laments the loss of nurturance in the curriculum
of the school.

She claims that women "bought into" the

patriarchy and left their nurturing selves outside the
school door.

Women learned it was wrong to mesh their

private lives with their public lives; nurturing did not fit
in with the professional life of the school.

Men did not

have any nurturing qualities to leave at the school door;
they had repressed their affective selves early on—fearing
that if they took on their mother's qualities,

they would be

re-bound to their mothers and lose their masculinity and
privilege.

Consequently,

Grumet argues,

students have

suffered in school environments which are devoid of caring,
relationship,

and aesthetic qualities.

nurturance with control
(1986),

(Grumet,

We replaced

1988).

Janet Miller

another feminist curriculum theorist,

Grumet's theory in this way:

states

"Classrooms are not places

that sustain human relationship with sufficient intimacy to
support the risk and trust learning requires"
Grumet points out the irony that women,
19th-century educators,

Beecher and Mann,

(p.116).
according to

were "naturals"

in

the public school classroom because of their loving nature,
but when the school was fashioned there was no room for the
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loving nature.

Testing,

performance,

basics crowded nurture out.

achievement,

back-to-

The teacher is expected to

"banish sensuality from the classroom and her life,
repudiate the body.

.

.severing mind from body,

draining the

curriculum of the body contribution to cognition,
and community"

(Grumet,

1988,

p.53

).

to

aesthetics

For example,

she asks

us to look at how we organize the schools around the oneteacher-a year concept,

rather than imitate the mother-child

bond of childhood and provide long-lasting,
relationships to promote learning.

nurturing

We women even agreed to

large-group instruction where "the power of the peer
collective is at least as powerful as the mother-child bond"
(Grumet,

1988,

p.55).

We agreed to be police officers,

keepers of the patriarchy,

the keepers of the social order,

all the while feeling uncomfortable and "uneasy"
Inexorably,

the

(Grumet).

maintenance of gender relations seeped into the

nooks and crannies of curriculum and school organization.
Schools,
patriarchies,
Noddings,

particularly secondary schools,
eschew nurturing qualities

1984).

run as

(Grumet,

1988,

The unfortunate tendency to devalue the

private sphere results in thinking of nurturing as
inappropriate.

Hence,

are not very caring

we have created institutions which

(Noddings,

contradictions abound:

1984; Grumet,

1988).

Yet

the public asks teachers to

accomplish the impossible in the classroom:

to control

students in a "tedious repressive regime of school"

(Grumet,
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p.55,

1988),

and to be loving about it.

me to ask the question,
nurturing qualities,

Grumet's work led

"If it is true that women value

is it possible the school environment

seems alien to women student teachers?"

"To what extent are

the participants in this study conscious of this context?"
"Does it seep into their lives as women student teachers?"
Weiler's Work
Weiler's

(1989)

research paralleled mine;

she singled

out women teachers and administrators whose lives were
dedicated to transforming the public schools and used
interviewing as her method of research.
her prime interest,

like mine,

In the long run,

is in improving pedagogy and

in the concept that women enter schools teaching for change.
She became a mentor as I worked my way toward this
dissertation project.
Miller's Work
Janet L.

Miller's

(1986)

description of her research

interviewing women who have taught from two to twenty-two
years brought me to a deeper level of understanding of what
I was writing and researching about.

Miller writes and

researches out of a need to find out about herself and her
public and private relationship to her students and to the
university.

Second,

she researches in order to enlarge the

internal debate she has with herself about what the
connection is between being a woman and a teacher.

She is

"hungry" for listening to other women tell their story of
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being a woman-teacher:
I am interested in how women who work in all aspects
and levels of teaching see themselves as teachers and
to what extent these expectations are congruent with
their personal expectations of themselves as women. .
.Becoming a teacher enabled me to transfer many
internalized but unexamined expectations for myself as
a woman into my professional role,” ( p. 113)."
Miller goes on to say,

"Women have

internalized the notion

of teaching as a desirable occupation because

it does not

require a sacrifice of the feminine role"

115),

(p.

but she

also reports from her research that many women feel

it

necessary to point out that they need to

"balance the

mothering goals with professional goals"

(p.

two were dichotomous.

116),

as

is

if the

Miller articulates for me the

direction of my exploration into the lives of student
teachers.
up

I

looked for what aspects of gender identity show

in the way the student teacher lives out the details of

her teaching life and in the meaning she makes of teaching.
I also

looked for whether or not they,

too,

see a conflict

between their expectations of themselves as women and the
expectations they have of what a teacher should be.
The Significance of These Studies
The detail of the AAUW report,
al.,
are

and Chodorow,

Britzman,

Gilligan,

Belenky et

Grumet and Miller's concepts

important to consider for several reasons.

First,

these

women's clear and passionate voices have been most effective
in jolting and jarring
education,

long-held assumptions about women and

and about girls and schooling.

They force us,

70
politely,

but persistently,

to stare gender inequity and its

effects straight in the face.

They ask women teachers to

take ownership of their "feminine" values instead of denying
or repressing them.

They provide the support women in

education need to stop hedging on what they believe,
hedged,

as Judy

in the discussion with her student teacher and the

student teacher's cooperating teacher during the discussion
on tracking which heads this chapter.

One of their greatest

achievements has been these women's ability to bring us to a
deeper understanding of education by their willingness and
skill in applying psychological and psychoanalytical
thinking to an analysis of education.
The work of these nine women has been significant for
my particular study because their findings and theories
provide a thorough and thoughtful perspective from which to
frame the interview questions,

and by which to read and gain

insight into the stories of these women whom I interviewed.
This literature,
and education,

rich in new ways of thinking about gender

constituted the footing of my inquiry into

the experience of women student teachers.

The

interdisciplinary nature of their thinking provided a
complexity that could begin to do justice to the subject.
The central question for this extended inquiry into what it
means to be a woman student teacher was,

Do the details of

the lives of women during their student teaching,
meaning they make of their experience,

and the

connect to this
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literature,

and will their stories make visible even more of

what has heretofore been "invisible" and "unrecorded?"
(Spender,

1982) .

As significant as this body of literature has been,

it

is also important to be open to any other perspectives that
the voices of these women student teachers will reveal.

A Review of the Literature on The Socialization
of Teachers and Women in Student Teaching
There were two more strands of literature which
provided the intellectual underpinnings of this study of
women student teachers.

The first one I shall discuss in

this second section of Chapter Two is the literature on
socialization of teachers; the second is a review of some of
the research on women in student teaching.

Even though

there is not a substantial body of literature on women and
student teaching,

there have been a few isolated pieces

which have influenced the direction of my thinking.
Socialization Literature
That the context of public schooling plays a major part
in how teaching and learning transpire is a major concept of
this dissertation.

Therefore,

it seems appropriate to refer

to the authors of the literature on the socialization of
teachers and student teachers who have influenced my
thinking:

Dan Lortie

and Kenneth Zeichner

(1975),
(1981,

Deborah Britzman

1983,

1985).

(1986,1989),
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Lortie's

(1975)

work encouraged me to recognize the

influence of social context on how individuals behave in
schools and stimulated me to do a study of the broad context
in which student teaching takes place

( Miller,

1991c).

He

studies schools as social structure rather than as an
institution which individual personalities form
1971).

(Sarason,

Since gender issues form such a significant part of

the total context of the school,

that study eventually led

to my choice of studying women's experience in student
teaching.
Deborah Britzman's

(1986)

emphasis on the biographical

context that student teachers bring to this larger context
influenced this study.

The focus of her work is also on

student teachers and how the complex context in which they
learn to teach shapes them and their teaching,
versa.

and vice

While she has done an in-depth interviewing study of

one female and one male student teacher which takes a
critical look at student teaching

(1991) ,

she does not

include a directly feminist perspective.
In surveying the large body of work Zeichner has
published,

it is only in his recent writings

(1989)

that he

has included gender as a criterion by which to analyze the
socialization process Lortie described.

In 1983

Zeichner

did a study of four female student teachers,

but he never

pulled out gender for an in-depth analysis.

Nevertheless,

in a 1989 journal article,

he admits that gender issues can
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not be "neglected" any longer

(p.

7).

He acknowledges that

research paradigms in the socialization process have tended
to focus on an "event" rather than thinking of socialization
as located in a "broader history"

(p.7).

One does not have to look at too many events or cycles
of history to see how teacher socialization is a
process in which they (teacher educators, school
principals, administrators) exercise power over women
and that teacher social research is an enterprise
traditionally assigned and conducted by men on women
(1989, p. 7).
He points out in a review of twenty studies on field
experiences

(1984)

that each of the twenty researchers

collected data about gender,

but never interpreted the data

on gender for an analysis of what its effects were on field
experiences.

In their recent journal publication,

Zeichner

and Liston devote a large section of the paper to a
rationale for why teacher educators should include gender
and teaching issues in a revised curriculum for preservice
teachers

(Liston and Zeichner,

1990).

It is the interaction which Zeichner refers to as the
"ecology" of the field experience

(1984),

"the relationship

between the learner and her characteristics" and the
"surroundings in which she does her work"

(Zeichner,

p.

3),

that is the core of this study of what it means to be a
woman student teacher.

Zeichner's work

critical in its approach,
share:

(1983,

1989),

offers a point of view which I

The larger structural forces do not wash over,

or
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drown out,

the individual will or consciousness of the

student teacher.
Given the development of Zeichner's thinking,

I

anticipate a Zeichner study on the socialization of women
student teachers.

(I hope mine will appear before his).

It

should not go unnoticed that Zeichner remarks that what led
him to this interest in gender was a result of his memories
of how the public has treated male elementary teachers,
which he once was,

as second-class citizens.

None of these researchers,

however,

has done a study of

the socialization of women teachers or women student
teachers where the women are the direct subject of the
research.

In fact,

Lortie treats the presence of women in

teaching as a "cultural given."
"problematic"

(Hoffman,

1981,

He does not treat it as

xvi).

The Literature on Women in Student Teaching
In spite of the pervasive presence of women in a
profession marked by patriarchal values,

little research

exists which is focused on women's experience teaching in a
male-dominated environment; even less exists on women in
student teaching.
(1986),

(Weiler

(1988);

and Grumet

(1988); Miller

whose work on women in teaching I reviewed earlier,

are exceptions.)
Mapping the terrain of the research already done on the
experience of women student teachers seems to be relatively
easy.

There is little.

A survey of the Dissertation
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Abstracts Index from 1972-1991 reveals no research
exclusively focused on women student teachers.

What follows

is an inventory on the individual pieces I have uncovered
and found useful.
One of the least "feminist" oriented research studies
on women student teachers is Judith Shulman's case study of
Debby

(1987),

but in my mind it speaks very closely to the

intent of my study.

In this study Shulman points out to

teacher educators the importance of taking into account
diverse biographical backgrounds of our students.

Because

the focus of the case study has been a mother and a wife,
her experience and maturity lead her toward a different
experience student teaching than most other candidates.
Debby is able to maintain her own point of view in face of
conflict over teaching methods with her cooperating teacher
who is resistant to her ideas.
McCall

(1986)

conducted an ethnographic case study of

the experience of one female student teacher who was
committed to a "nurturing,

empowering approach to teaching."

Much of McCall's analysis comes from observation rather than
interviews.

I found McCall's interpretation lacking in

depth mainly because Nancy,

the subject of her case study,

only appears as an actor in the classroom.

We see her with

the students; we hear her talk about the students,

but we do

not begin to understand what she is thinking and how she
came to be the teacher that she is.

There is little context
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of her life except one piece from an interview where she
refers to a conversation she had with her father where he
comments he thought she had natural instincts with children.
McCall did not ground any of her work in the
psychological theory of researchers like Gilligan or
Chodorow.

She claims in her abstract that she will address

these questions:

"How have student teachers contended with

their years in patriarchal institutions?
deny their femininity when they teach?

Do these women
How does their

gender enter into the process of learning to teach?"

She

never responds to these particular questions.
I would have thought that the literature on supervision
of student teachers might pay attention to gender issues in
the power relationships between cooperating teachers and
female student teachers,
Barrows's

(1979)

but this was not so.

Linda

study of four men student teachers begins

by saying male student teachers seem to run into more
difficulties student teaching,

but she fails to provide an

analysis of what part gender played in the difficulties the
young men experienced.
On the one hand,

it is discouraging to know that what

seems so obviously significant—how women experience their
initiation into women's work of teaching—has not been at
the center of inquiry on student teaching.
hand,

On the other

it is quite satisfying to anticipate the contribution

this research will make in expanding the research base on

women's issues in the student teaching phase of preservice
education.

CHAPTER
THE METHOD:

III

IN DEPTH PHENOMENOLOGICAL INTERVIEWING

The Storv of Nick
I observed Nick, one of the student teachers I was
supervising for the semester, teach his ninth grade, double¬
period English class.
He sat cross-legged while he chatted
informally with his students. Meanwhile, he administered one
or two make-up tests.
(He had told me the day's plan was to
let students make up tests they had missed, because it was
the end of the semester.)
At one point he turned on the VCR
so students could watch the film version of the novel they
had been reading.
Some students slept:
one twirled the
hair of a student in front of her; another manicured her
nails; several asked to make the bathroom trip.
Others
watched in a dead stare.
A few commented on how the film
differed from the novel.
Nick seldom responded.
To say I was worried is an understatement.
He did not seem
to have any plans.
He was not thinking about what he wanted
them to do.
"He is flying by the seat of his pants," I
claimed to myself.
Instead of arranging a follow-up observation or pulling
together a long response letter to the observation which I
normally do, I made arrangements to meet Nick in my office
the next evening.
"I think it would be a good idea to have
a good conversation," I said, "to see how things are going."
Nick agreed to the appointment without hesitation.
He walked in, his long hair pulled back in a neat pony tail,
baseball hat cocked on his head, sneakers, shorts and shirt
with a hole here and there.
"So where are you now in your
thinking about teaching?" I asked.
He talked for two hours.
In the process of the "interview," I discovered a teacher:
thinking, planning, wondering, and even stumbling, and
fumbling, asking himself such "simple" questions as:
"How
do you arrange to help kids get their work made up?" . . .
"What do you do with the other students while you are
getting some caught up? . . . but exploring all that in his
head.
How I Came to Interviewing
I grew up listening to stories:

sitting next to Kay

Morse on the summer porch in Cotuit while she read The
Secret Garden; mesmerized at my desk munching on a graham
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cracker and milk while our fourth grade teacher,
read an enchanting story
doll family;

(at least to me)

Mrs.

Lowe,

of a porcelain

later in college listening attentively to

professors Grace Cockcroft and Alice Warren relate the
history of England or the history of nineteenth-century
America.

It was not until recently that I realized that

linking story telling and learning was a legitimate
"scholarly" activity.

At the Institute for Writing and

Thinking at Bard College,

I first learned about narrative

thinking and the role of story telling in generating and
creating knowledge.

But it was in graduate school where

researchers Larry Locke,

Patt Dodds and Irv Seidman guided

me to discover research methods that respected the details
of stories spun out by people as material for research.
Immediately I felt more at home in graduate school.

I began

to think that it was possible I could rely on my history and
English background to support my research endeavors;

the

absence of math and science in my academic life did not rule
out the possibility that I could do good research.

I am not

unlike the women described by the literature in Chapter II,
convinced that to "do" science and math was academically
superior to "doing" history and literature.

Finally,

my

academic experience was acknowledging a way of knowing to
which I was most accustomed.
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The Purpose of the Research
The purpose of this research project was to bring me as
close as humanly possible to an understanding of the
experience of women student teachers.

Their experience

included not only how they think and act,

but their

perception of how individuals and the institution with which
they are associated,

think about and treat them.

written about education,

So much is

but so little that is written is

based the subjective understanding of those whose lives are
centered in education

(Seidman,

1991,

p.

4).

The Interview Process
To collect first-hand experience of women student
teachers,

I used the techniques of in-depth interviewing

described by Irving Seidman in his recent publication,
Interviewing as Qualitative Research
Seidman,

(1991).

According to

his phenomenologically-based interviews:

have combined life-history interviewing from Bertaux
(1981) and focused, in-depth interviewing informed by
assumptions drawn from phenomenology and especially
from Alfred Schutz (1970).
(Seidman, 1991, p.9.)
While the questioning process in the interviews is
developmental—that is,

the questions grow up out of the

interview rather than being pre-planned—there is a strict
three-part form which Schuman designed
adapted

(1991).

(1982)

I interviewed each student teacher three

times for approximately one and a half hours.
interview,

and Seidman

In the first

I asked the participant to talk about her life

before she came to teaching,

and how she came to teaching.
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During the second interview,

I asked the student teacher to

spin out the details and stories of her life as a student
teacher,

with particular attention to what it was

student teach as a woman.

In the third interview,

like to
I

invited

the student teacher to talk about what this experience of
student teaching has meant to her,

in light of her

reconstruction of the life-history context she provided in
the first

interview,

and the reconstruction of the student

teaching experience in the second interview.

Each of the

three parts of the interview is necessary to the others.
The first interview provides the context for the second and
third interview,

the presumption being that meaning can not

be made outside of context

(Mishler 1970).

second interviews bring out the

"stuff of

The first and
life" which

enables the participant to make meaning and form a cohesive
picture of the constitutive parts of her life

in the third

interview.
The purpose of
is

in-depth,

phenomenological

interviewing

similar to the purpose of writing a memoir as described

by Patricia Hampl

(1985),

memoirist and poet.

Memoir must be written because each of us must have a
created version of the past.
Created:
that is real,
tangible, made of the stuff of a life lived in a place
and in history.
And the down side of any created thing
as well: we must live with a version that attaches us
to our limitation, to the inevitable subjectivity of
our points of view.
We must acquiesce to our
experience and our gift to transform experience into
meaning and value.
You tell me your story.
I'll tell
you mine (Hampl, 1985).
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Instead of creating the version of the past through writing,
the participant offers

it by talking,

willing and alert listener.
interviewing,

encouraged by a

In phenomenological

the listener pledges to suspend her

inclination to hear the story she wants or expects to hear,
and,

therefore,

does not intervene with questions that

direct and thereby confiscate the story teller's experience.
The researcher hears the experience of the participant,

as

in the case of the story of Nick at the beginning of the
chapter,

rather than the story she constructs

from her own

observation.
The fact that these interview questions try to make
visible what is normally "invisible"

(Spender,

1982),

or

make essential what has traditionally been considered
"inessential"

(Spelman,

1988),

means that I have asked

participants to think about things they have not been
conscious of before or not wanted to know.

This could

create a tension in the interview process to which I
to pay attention.

Patton

interviewing process,
interviewing

(1980),

needed

in writing about the

claims that the

"purpose of

is not to put something in people's minds.

.

but to access the perspective of the person being
interviewed."

There is a complexity in the case of

interviewing women about their experience.

It

is the

tension between the participant not wanting to uncover and
rediscover what she may have sent

"underground"

(Gilligan,

.
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1990)

in adolescence,

and her desire to be honest and

forthright in the interview with me.

DuBois

(1983)

has a

perspective on this situation when she states:
Feminist scholars are engaged in almost an
archeological endeavor—that of discovering and
uncovering the actual facts of women's lives and
experiences, facts that have been hidden, inaccessible,
suppressed, distorted, misunderstood, and ignored (p.
109) .
One way I resolved this tension was to respect those
participants who were resistant or who appeared
uncomfortable and recognize their response was an integral
part of the research.
The Rationale For The In-Depth Interviewing Method
My own experience tells me that researchers choose a
method which fits our views about how we come to know and
how we learn as well as our views on what is worth knowing
and learning.

At least that was true for me.

The conventional research wisdom says the proper order
for beginning research is to identify the research
"question" or purpose and then select the method appropriate
to the question.

Because I believe a learner-researcher is

attracted to a research method which suits her world view of
how we know,

I turned the conventional wisdom inside out.

I

carefully worded the purpose of my research so it would call
for the in-depth interviewing method of inquiry.

In brief,

my "world view" determined how I framed the inquiry.
For example,

if we believe that reality is a creation

of the individual rather than something external which
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exists unto itself

(Spender,

1982),

the in-depth inquiry

method will appeal to us because it honors the concept of
the world as a personal construct rather than accepting the
world and its components as givens,
itself.

or having a life unto

If we believe that knowing about human nature is

less about discovering general principles and more about
understanding unique features and contexts,

we will tend to

avoid experimental research which assumes we can isolate
variables and manipulate the context.

If we believe that

the purpose of this research is not to test a hypothesis,
not to answer a question,

but to learn more in detail about

the experience of women who student teach in secondary
public schools and the meaning they make of it
1991,

p.

3),

(Seidman,

we will turn to a method that respects

inductive rather than deductive thinking.

If we believe

that "truly" understanding someone else's perspective is of
value,

it means we have to find a method that allows us to

penetrate the inner life of another person;

it can't be a

research method which barely touches human lives
1970).

Finally,

(Schutz,

if we believe that social forces can best

be understood by understanding individual experiences
(Schutz,

1970),

individuals,

we will tend to focus our study on

in their unique contexts,

rather than on groups

in what we might define as a "typical" context.

I chose in-

depth interviewing for this study because it embodied these
ways of knowing.

85

I also chose in-depth interviewing because the method
of the research complements the substance of the research.
Qualitative methods like in-depth interviewing are most
compatible with feminist research methods.

Much of the

literature on women in teaching argues for research which
describes the "lived" experience of women in teaching
(DeBois,

1983;

Shakeshaft,

1987),

and the emic

(insider's)

perspective—women talking about their lives instead of
women being talked about

(Miller,

1986).

educator and researcher,

Kathleen Weiler,

Feminist teacher
subscribes to

this major principle of feminist research.
One of the major goals of feminist research is for both
women as researchers and women as the objects of
research to come to understand and explore their own
consciousness and material conditions of existence
through dialogue. (Weiler, 1988, p. 63.)
Dale Spender

(1982)

makes a plea for research which

describes the experience of women.
Women have a responsibility to describe the world from
the position they occupy, for other women; and for men,
who will not know unless they are informed.
If we wish
to describe and analyze human experience, and to
formulate explanations of the world which take human
beings into account, then we must include the
experience and understandings of women as well as men
(P-17).
In-depth interviewing lends itself to revealing the
insider's perspective and the lived experience of the
participant.
Feminist research and phenomenological interviewing are
closely related.
forces,

They both advocate the theory that social

like gender,

require that attention be paid to the
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details and particulars of individual lives that are
affected by these social forces,

rather than directing

attention to generalized descriptions of the society
(Seidman,

1991).

In addition,

I chose the in-depth interviewing method

because it is one of the more reciprocal and equitable
methods within interpretative research.
interviewer learn,

Not only does the

but the process serves as a clarifying or

learning process for the participant.

She is able to

retrieve memories that help her make meaning of her life.
Most important,
the participant.
discovery.

the interviewing process honors the voice of
The method brings the participant to self-

Janet L. Miller

(1986),

talking about her own

interviewing research of experienced women teachers,

states

it well.
Clearly, the woman researcher, by her presence and her
responsiveness, and also her interest in learning from
girls about girls' experience, encourages a girl to
listen seriously to her own voice, as well as the
voices of others, and to be responsive to her own
thoughts and feelings, as well as empathic with other
feelings and concerns.
The researcher acknowledges the life experience of the
female in ways that much of. the woman's public schooling has
not.

Measor

(1985),

in writing about interviewing as a

strategy in qualitative research,

notes:

Many teachers say they had really enjoyed the
opportunity to talk about their work and to air their
grievances about their work situation.
It may be that
such research has a counseling function (p. 67).
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The in-depth interviewing approach is more equitable
than other forms of qualitative research because the first
step in in-depth interviewing,
ethnographic observation,
of the participant,

unlike the first step in

spotlights the direct experience

the one who is being interviewed,

than the interpretations of a second party,
In observation,

rather

the researcher.

the first words on paper—the words that

form the bulk of the "data"—are those of the researcher,
whereas in in-depth interviewing the core of the "data"
the words of the participant.

When I merely observe,

interpretations are far from fair.

is

my

My observations do not

take into account the meaning the person I am observing is
making.
(1986)

As I mentioned in Chapter II,

I found McCall's

study of a nurturing student teacher lacking in depth

because we hear about her students,

we hear about her,

but

we do not have access to the student teacher's thinking
about her nurturing qualities as a teacher.

In this study I

did not act as the anthropologist who interprets the
perceptions of the immediate actors.
students,

the actors,

Rather,

female

reconstructed their experience student

teaching through in-depth interviews; they acted as
correspondents from whom I receive the material.
I do not want to be misunderstood here.

I am not

suggesting that the method is totally reciprocal or
equitable.

Seidman

(1991)

advises:

the participant are never equal"

"The interviewer and

(p.83).

I am talking here
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about the degree of reciprocity and equity.

Furthermore,

much of the reciprocity and equity in the interviewing
process comes about in the details of how clear the
researcher has been about her goals with the participant,
how the researcher treats the scheduling of the interviews,
or,

most significant,

whether the interviewer is able to

keep from interjecting her own point of view while listening
to the stories of the participant

(Seidman,

1991).

Selection of Participants
I interviewed sixteen women at the close of their
student teaching experience.

I had access to lists of

student teachers from five teacher education programs at
four New England universities and colleges.
criteria for selection were
the student teacher
teacher taught and
teacher.

(b)
(c)

(a)

The three main

the age and experience of

the subject matter the student
the gender of the cooperating

My aim was to include women along an age and

experience spectrum,

so that I would hear the experiences of

undergraduates and graduates,
a first career,
for a long time,
raised children.

of women for whom teaching is

as well those who have been out of school
and have had other jobs or careers and/or
The range was important,

a study of women student teachers,
inexperienced women teachers,
career teachers.

because this was

not of young or

or older,

experienced,

second-

It was important for the participants to

represent a range of subject matter

(English,

art,

social
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studies,

science,

business,

math)

mainly because each

subject has its own particular history in regard to gender
issues.

For example, men teachers tend to dominate math and

science departments in numbers

(Schmuck,

1987).

What it

means to student teach in a math department may raise
different issues than what it means to student teach in the
English or French department.

I wanted a fairly even ratio

of practicum students who worked with women cooperating
teachers to women who worked with men cooperating teachers.
I wanted this to be a study of women's experience student
teaching,

not a specifically focused study of what it means

to have a male or female cooperating teacher.

If I had

selected women with all men cooperating teachers or all
female,

I was afraid readers would claim I was manipulating

the study to prove a point about gender and power.
The range,

or the heterogeneity,

to as "maximum variation"

(1991,

p.

which Seidman refers

42)

was important not

because I wanted to convince readers of the generalizability
of my work.
group,

I wanted to insure an eclectic

because if I were to select students from all one

discipline,
group,

To the contrary,

or all one type of site,

or all one racial

the reader and the researcher might be enticed to

claim generalizability.
Because of the nature of the institutions of higher
education the student teachers come from,
not make it a criterion for selection,

even though I did

I ended up
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interviewing
settings

student teachers from a variety of school

(urban,

comprehensive)

rural,

suburban,

vocational,

and

and a variety of economic backgrounds.

There

was less of a variety of ethnic and racial backgrounds.
The Participants
When the selection process was completed,
participants included a professional nurse,
Liberties Union employee,
Peace Corps graduate,

a mother,

in Central American politics,
an actor,
student,

a secretary,

a tutor,

an art historian,

an artist,
a law

and an activist for gay and lesbian rights.

attended a large state university;
liberal arts women's college,

One is African-American;

the rest are a mix of Italian,
French-Canadian Americans.

They

Some of them

others a small private

and others,

a small state

one is Native-American;

English,

Irish,

Polish,

and

Amongst them they had lived or

traveled on every continent except Antarctica.

Because I

have woven each of the participants into several of the
chapters,
(p.

104)

I have included Figure 1,
and Figure 2,

the Participants,"

(p.

"Data on Participants,"

"Distinguishing Characteristics of
106)

in case the reader needs an

overview of the participants or a quick reminder as to who
is who.

a

two activists

an advocate for Native American students,

were undergraduate and graduate students.

college.

a Civil

a banker,

a housecleaner,

the group of
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Relationship With The Participants
In my capacity as supervisor of student teachers and
instructor of a student teaching seminar at a university
clinical site,

I knew some of the participants I selected.

This raised two possible questions.

First,

how would I

establish an equitable relationship in the interview?
second,

would I run into the danger of having too much

personal involvement with the participant?
researcher's point of view,

From this

the response to the first

question was linked to the response to the second.
writings of researchers
Anne Oakley
points.

And

(1981)

Brown,

Karen McCarthy Brown

The

(1992)

and

offered me sound advice on both these

who has done field work on a Caribbean

religious leader,

Mama Lola,

established a most personal

relationship over the time she did research on Lola's
religious practices.

Brown answers her critics who said she

had become too personally involved with Mama Lola

(Brown

actually made personal visits to Lola's Greenwich Village
apartment and participated in the spiritual ceremonies
conducted by Lola)

by noting that

Anthropological field work is something closer to a
social art form than a social science.
It involves a
particular type of human relationship, yet one that is
subject to all the complexities and ambiguities of any
other kind of interaction.
Truth telling and justice
seem to be more fitting criteria [for good research]
than the canons of scientific research," Brown (p. 56).
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This seemed to be true of interviewing also,

but I

would add "caring" to "truth telling" and "justice" as
criteria for sound research.
Oakley,

who writes about women interviewing women,

bases her entire research approach on the theory that
researchers need to replace
. . .the mythology of "hygienic" research, with its
accompanying mystification of the researcher and the
researched as objective instruments of data production,
with the recognition that personal involvement is more
than dangerous bias—it is the condition under which
people come to know each other and to admit others into
their lives (Oakley, 1981, p. 58).
Delving deeply into someone's experience reguires that risk
on both sides,

to admit another into your life.

My

confidence in my ability to establish an equitable
relationship,

and my lack of worry that I would end up in

the "too personal" danger zone,
that one of my successes,
teachers,

stems from the knowledge

as a supervisor of student

has been the ability to create an equitable,

trusting and genuine relationship with student teachers,
partially by not treating my own private and public life as
dichotomous.
Oakley's studies on women during pregnancy,
on being a woman in the school workplace are,
quite personal topics,

and my work

in themselves,

lending themselves to the

participants revealing what has traditionally been
considered private rather than public conversation.

To

pretend that we can maintain a distance and an objectivity
during the

interviews

is unrealistic.

. . .repeated interviewing over this kind of period ar.d
involving the intensely personal experiences cf
pregnancy, birth and motherhood, established a
rationale of personal involvement I found prcmlematic
and ultimately unhelpful to avoid (Oakley, 1931 c.
42,).
In some ways,

I

anticipated that the women I knew right find

it easier to be participants

in the

interviewing process.

I

also anticipated that gentle conversations about powerful
moments

in the

interviews,

or

interviews would take place after some of the
it might even seem appropriate to share seme

of my experiences during an interview in order to build a
sense of equity and trust,

and not feel

1 was being

opportunistic or that the interview was

"clinical".

Oakley

(1981)

As

points out the women participants will

naturally want to draw the researcher

into the

(One participant stopped at one point

in the interview and

cried,

"I

just want you to talk."

She was accustomed to

more mutually participatory relationship.
aspect of
rarely,

inquiry.

I

found this

interviewing problematic and sometimes,

though

told a story of two myself especially when 1

would make the participant feel
power-based,

relationship.

unscientific about
the participant.

a

a mere equitable,

felt

it

less

Oakley finds nothing

interchanges between the

interviewer and
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Protection for the Participant
I did not interview any of the student teachers I
worked with until they had completed the steps they needed
to become certified.

I also wrote up a consent form for

each participant which established protections such as

(a)

pseudonyms for their names and the names of any people,
places or schools in their interview material,

(b)

assurance

that I would return to them for permission to use the
material in any way other than what is listed in the consent
form,

(c)

freedom to withdraw from the interview process at

any time and the right to delete any interview material they
wanted to within ten days after the final interview.
Pilot Interviews
In May,

1992,

I conducted one pilot interview from

which I learned several things.
comes in waves.

First,

"live" material

In the first two interviews I noticed

"flat” periods of time—time when I did not think the
participant was being as open and honest as I would wish.
When I was just about to intervene and see if we could take
a new turn,

however,

her voice would sharpen and smile and

she would be on a "roll."
depth interviewer,

Linda Miller Cleary

(1991),

in-

found the same * phenomenon in her

interviews with high school student writers.
Before they trusted me, when they were trying to figure
out what I wanted from them, or when they were trying
to entertain me, they often started with an "outer
voice.
"But when they sensed that I was just
interested in understanding their experience with
writing, I would get "an inner voice," the voice that
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was both relating and trying to understand that
experience (p. 23).
During the

interview,

my yellow pad,

I noted those

"outer voice"

places on

so I can integrate them into my plan for the

third interview.
Second,

during the third interview,

a set of notes,

I

felt the participant waiting for me to

initiate the conversation.
less obvious
letting my

because I did have

I

learned to make those notes

in the subsequent

"intuition"

interviews.

I did find

select spots.to return to worked;

Pandora's Box tended to open up.
Third,

there were really two

interviews.

One level was:

like for you?

did not matter

What has student teaching
I

found in the pilot that

it

if the participant had the second question

mind at all times;

the material still had great potential

raising gender issues.
interview,

in my

What has student teaching been

The second was:

been like for you as a woman?

levels of questions

In a quick "read"

I discerned issues regarding

of the

(a)

in
in

first

self-esteem

comfort and identification with female faculty members

(b)
(c)

nurturing tendencies which show up in the relationships the
participant had established with women students during her
14-week stay

(d)

incidents of sexual harassment by male

members of the classes she taught and

(e)

difficulties

in

reconciling her home life with the demands of her public
life as a teacher.
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Fourth, what I did not expect was a participant who
resisted the second level of the inquiry.

I expected some

participants who would not have been conscious of the gender
issues,

but I did not anticipate comments,

like:

"Well,

I

think any student teacher would have the kinds of stories
and incidents that I have to tell."

At first I was alarmed,

but when thinking about it through the perspective the
reading has given me,

I grew to understand this response was

an integral part of what I was wanting to understand.
Furthermore,

by the second interview

(and there were only

three days between the first and second interview in the
pilot),

this young woman was noticing she saw her students

as "gendered" and responding to them differently—something
she had not expected.

In addition,

when she talked about

this interview process in the faculty room,

and found male

faculty making fun of the process,

she found herself

defending the question.

"Maybe there is more to

She said,

this than I thought."
Fifth,

it was interesting to note that the pilot

participant worried about making generalizations about being
a female student teacher.

It appeared to me she thought of

this research in a quantitative mode and was concerned I
would draw truths from her generalizations.
pilot,

After the

I made a point to explain that this research was

hypothesis-generating,

rather than hypothesis-testing,

that it is not geared to find "truth"

(in the sense of

and
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absolute as opposed to honest)

as much as it is geared to

trying to understand someone else's experience.

I think it

helped to have the participant have some understanding of
what this process means to the researcher so I continued to
do that in the later interviews.
Another part of the preparation for the interviews,
other than the pilot,

was the arrangement I made to have

someone who had just completed an in-depth interviewing
class conduct three interviews of me.

I wanted to

(a)

feel

the rhythm and the pace of being interviewed for three one
and one-half hour sessions and;

(b)

experience what it feels

like to be interviewed on issues that are both private and
elusive.

The focus of the interview was on my experience as

a woman doctoral student.
As a participant,

I found I was deeply affected by what

I said about myself in the interview.
(and since the interviews),

In between interviews

I thought long and hard about

some of the material I discussed.

It made me look forward

to the final interview which was held almost three weeks
after the second interview.

The experience allowed me to

synthesize disparate experiences and to make important
connections between my pre-graduate school life and graduate
school life.
As a researcher,

I had been frustrated when the

interviewer seemed to be asking me "why" questions.
being interviewed,

After

I understood more clearly why those
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questions are inappropriate.
demanded logic and reason,

They seemed intrusive;

they

not just "mucking about" with

various and sundry experiences that slip out in the
"conversation."

I felt as if the interviewer was telling me

what I was thinking and was getting me to try to make some
connections—connections she had made for herself.
myself tongue-tied
said to myself,

(resistant)

I found

in those instances until I

"Go ahead and talk about what you want and

see what happens."

This experience alerted me to what might

happen in an interview with someone who might be less likely
to talk herself into plunging ahead.

Having such a strong

motivation to avoid the cause and effect type of questions
served to teach me to ask questions which open up
possibilities rather than bring closure prematurely.
Analysis of the Data
Hundreds of pages of typed interview transcripts face
the in-depth interviewer.
task?

What to do with an overwhelming

I did a "first" read through of the transcripts and

marked passages in yellow magic marker that "struck" me or
"resonated" for me,

much like Peter Elbow's response reading

process that I use to read and respond to student writing
(Elbow,

1981).

In places where I was not sure about the

meaning of the text,

I listened to the tape to pick up the

energy and emphasis of the participant not only through her
words,

but through her sound and tone.

I made notes in my

interview journal of particular topics the interview
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covered,

and also made note of any motifs I discerned in the

whole of the interview.

Then I went through the transcript

again on the computer and sifted out the sections I had not
marked as "resonant.”

I read and re-read through what

remained and began labeling sections.
process were
interview and

(a)
(b)

The rules of this

the topics would grow up out of the
the sections I labeled would meet Tesch's

"meaning unit" criteria

(1990).

(A meaning unit is a

section of interview transcript which,
decontextualized,

though

can be understood by itself in the wider

context of the purpose of the study.)

(c)

the topics were

categories which were abstractions that named what the
meaning units talk about.

(Tesch

(1990)

topic is not what the participant said,
talking about.)
up with were:
school,

family gender issues,

curriculum,

public/private issues,

women teaching for change,
of self as teacher,

relationship

comments on the

"liberating" experiences,

description of the school,

"going underground"

status and education,

image

(Gilligan 1990),

doubts about teaching,

lack of confidence,

Eventually,

gender issues in the

relationship with faculty,

with cooperating teachers,

knowing,

but what she is

Some of labels of the meaning units I ended

discipline,

interview,

reminds us that the

ways of

experiences in other cultures.

I ended up with cut-out copies of each of

the labeled meaning units from all of the interviews.

(I

identified the passages by the participants'

the

initials,
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interview number and page where that topic appears in the
original transcription.)
substantially,

If the file built up

it was clear the topic had significance.

Then the topic would become one of the themes or patterns in
the research.

Naturally,

part of the process of sifting out

the reams of data was identifying files that did not build
up over time and re-reading them to see what I was sifting
out.

Meanwhile, my job was to be thoughtful about possible

connections between themes and their relationship to the
literature in Chapter II.

I connected topics with some of

the major categories which emerged where appropriate.

It

was the major integrated topics which rolled into the six
data chapters:

the experience of doubting and knowing,

experience of being treated like a sex object,
experience of having to discipline,
working in a patriarchy,

the

the

the experience of

and the experience of non-

collaborative or collaborative relationships.
The purpose of this analysis process for the researcher
was two-fold:

(a)

to understand the individual experience

of student teaching for each women interviewed,

and

(b)

to

discover not only the range of possible student teaching
experiences as described by the participants,

but also the

places along that range which many of the women student
teachers have in common.

Cleary

"variety" and "continuity."

(1991)

refers to this as

The researcher needs to succeed

at these two stages of analysis in order to design ways to
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describe to the reader the experience of individual women
student teachers and the structure of the phenomenon of
gender issues in student teaching

(Tesch,

1990).

Construction of Profiles
Because I wanted to tell the story of the themes in the
words of the participant as much as possible,

I chose to

head each chapter with a profile of a woman whose interviews
were dominated by the particular theme.

Usually there was

an inner continuity to the three interviews,

that is there

were a few major themes that ran through each particular
life-history.

Consequently,

it was not difficult to select

the participants to head the chapters.

I crafted the

profiles directly from the interview material,
"cut to the energy" of the interview.

trying to

The sequence of the

story is usually arranged in the order in which it appeared
in the interviews.

In rare cases I had to add words to

clarify the meaning of a passage.

Brackets indicate when I

have done that.
Two of the most difficult aspects of this work were to
decide what "talk" language to eliminate in order to make
the profiles readable,
woven around the theme,

and what sections of the transcript,
to exclude.

loose the depth of the experience.

I was afraid I would
The interviewer has the

whole story so ingrained in her mind,

there is a tendency to

feel as if the "cuts" have created a fragment rather than a
whole story.

It felt as if others would not have the full
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understanding that the interview and
interviews allowed.

working with the

Coining to terms with that reality,

the

reader can not have the depth and detail of the experience,
was exacting.

Summary
In this phenomenological interviewing research on women
student teachers,

the emphasis was on

(a)

an inductive

process which allowed the findings to grow up out of the
interviews;

(b)

a description of the meaning of the everyday

work of the participant as conceived by the participant
(Schuman,

1982);

(c)

acceptance of the reality of the

subjectivity of the researcher as well as the participant
(Tesch,

1990);

(d)

a belief that understanding a larger

social institution,

like student teaching,

means

understanding the substance of the individual experiences of
those who work within that institution

(Schutz,

1970);

(e)

the structure of the social institution comes into view
after we have looked at the range of common and
idiosyncratic human experiences within that institution
(Tesch,

1990);

(f)

a belief that the substance of the

research is dynamic,
Seidman

(1991)

therefore it is always in flux.

points out,

the life of your participant has

moved forward since the interviews.
tentative at best

(Seidman,

As

1991,

What we know is

p.103).
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Pseudonym

Age

College

Subject
Matter

Coop
Teach

School
Setting

Bea
Andretti

1970
22 yrs

Univers.
under/
grad

math

male

rural/
Suburban
high
school

Catherine
Roy

1970
22 yrs

Univers.
under/
grad

French

Francine

uban
high
school

Dee
Polanski

1959
3 3 yrs

Berk¬
shire
under/
grad

Art

Nellie

urban
high
school

Elizabeth
Zarek

1965
2 8 yrs

Univers.
Masters•

English

Male

urban
high
school

Gwen
Kaley

1964
29 yrs

Univers.
Masters

English

Ed

urban
high
school

Hilary
Connor

1966
2 6 yrs

Univers.
Masters

English

Sharon

urban
high
school

Jada
Davis

1963
29 yrs

Univers.
Masters

social
studies

Mr.
Farrell

suburban
high
school

Jackie
HigginsRoberts

1962
31 yrs

Univers.
Certif.

social
studies

Frank

urban
voc high
school

Josephine
Peluso

1967
25 yrs

Univers.
under/
grad

social
studies

Pete

rural/
suburban
middle/
high
school

Figure 1
Data on Participants
(Listed in alphabetical order by first name)
Continued next page
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Kara
Quinlan

1966
2 6 yrs

Univers.
Masters

English

Darlene

urban
voc high
school

Lee
Ennis

1966
2 6 yrs

Univers.
Masters

social
studies

Lynn
Dick

rural
middle/
urban
high
school

Maureen
Flynn

1969
2 3 yrs

Univers.
under/
grad

science

Naomi

suburban
high/
rural
middle
school

Mr.
Hilton

Nancy
Hall

1951
44 yrs

State
College
Certif.

science

Bob

urban
high
school

Teresa
Belouin

1964
28 yrs

State
College
Masters

business

Marlene

urban
high
school

Victoria
Andreski

1967
25 yrs

State
College
Certif.

math

Ms.
Laurel

suburban
high
school

Winona
Little
Robin

1954
38 yrs

Univers.
under/
grad

social
studies

Mel

urban
middle/
high
school

Figure 1 Continued
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Bea
Andretti

College
Student

First person in her family to
graduate from college; knew
there was more to learn about
teaching than what her
experience offered; plans to
continue in a Masters program in
education

Catherine
Roy

College
Student

Profile:
Collaboration; "I felt
"Attached at the Hip;" thinks
women have a different student
teaching experience than men

Dee
Polanski

Secretary

Profile:
Discipline; Nontraditional student in women's
college; An artist

Elizabeth
Zarek

Peace
Corp
Volunteer

Profile:
Patriarchy; Peace
Corps Volunteer in the
Philippines

Gwen
Kaley

Actor

Highly competitive in track,
traced back to her days
"proving" herself with the
neighborhood baseball teams

Hilary
Connor

Art
Museum
work

Appears in Sex Object chapter,in
incident with her fellow (male)
student teacher in the hall and
at a school performance

Jada
Davis

Political
Activist

Finds it difficult to separate
race and gender issues though
she believes race issues are
more critical

Jackie
HigginsRoberts

Political
Activist

Appears in Sex Object chapter in
response to cafeteria incident
with Kara; known as "Ms.
Feminist"

Josephine
Peluso

House¬
cleaning
Business

Profile:
Doubting and knowing;
Learned to learn through
teaching

Figure 2
Distinguishing Characteristics of Participants
Continued next page.
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Kara
Quinlan

Taught
English As
a Second
Language
in Japan

Profile:
"Treated Like a Sex
Object," involved in the
cafeteria incident; wonders if
women teachers think about
gender as much as she has

Lee
Ennis

Political
Activist

Appears in Sex Object chapter,
incidents in the hallways with
male students; participated in
two practicum-collaborative and
non-collaborative

Maureen
Flynn

College
Student

"Profile:
Here, teach."
Worked
with two cooperating teachers—
collaborative and noncollaborative

Nancy
Hall

Emergency
Room
Nurse

Appears in Non-Collaborative
Relationships chapter, wishes
her cooperating teacher had been
more "nurturing"

Teresa
Belouin

Retail
Sales and
Banking

Concerned with including ethical
issues in business curriculum

Victoria
Andreski

Attended
Graduate
School in
Business

Appears in Sex Object and
Patriarchy chapters

Winona
Little
Robin

Mother of
two
children

Thought class issues were often
more relevant than gender
issues; advocate for Native
American students at The
University

Figure 2

continued

CHAPTER

IV

THE EXPERIENCE OF DOUBTING AND KNOWING

Josephine Peluso
"I Really Felt That I Was Stupid."
"I Always Question What I Know and What I Don't Know."
"I Have Learned That I Learn Well Through Teaching."

On one
to go

level,

Josephine's story is about what

it means

into student teaching hearing internal voices which

repeat over and over,

"You are stupid.

You are not smart

enough for this task that lies ahead of you."
level,

a major motif

On another

in her story is how her student

teaching experience not only allows her to discover her ways
of understanding the world,

but also

legitimizes her ways of

knowing and understanding the world.
"I

learned I

When she asserts that

learned well through teaching,"

clear the student teaching experience has
the constant feeling of being "dumb"
In more general terms,
stories that

or

it becomes

liberated her from

"stupid."

her profile is a series of

illuminates present day scholarship findings on

the experience of women in schools

(AAUW,

1992),

the

developmental process of women and the preferred mode of
learning of young women in our society
1986;

Gilligan,

1990;

Miller,

"women's ways of knowing."
relational,

intuitive,

J.B.,

(Belenky et al.,

[1986])

described as

These ways of knowing,

associative-logical are distinctive
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from a more male oriented mode of learning which is
individualistic,

rationalistic,

logical-sequential,

and

often a decontextualized model of knowing.
Jo's narrative,
associated with her,

and the stories of the women I
provides the necessary context for

understanding how these women respond to the dynamics of the
learning environments which they encounter in later
chapters.

While I recognize much of the biographical

context they bring to the schools includes factors such as
class and race,
gender,

because the focus of this study was on

I felt an imperative to begin by laying out the

details of the lives of women whose internal lives have been
shaped by growing up female in our culture,
the details of their internal lives,

before examining

as lived in the

schools.
Josephine,

a twenty-six year old social studies student

teacher grew up in a Middle Atlantic state,

ran her own

cleaning business after graduating from high school,
attended several colleges before completing her degree in
psychology and education at a New England university school
of education.

She chose to do two practica,

one high school

and one middle school in a rural western New England town.
During the interviews,
the table,

Jo stood up on chairs,

desks,

banged

pulled aspirin bottles and pens off the top of

the desk as props—all to dramatize the points about which
she was passionate.

The first half of the profile
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establishes Jo's doubting and knowing rooted in family and
schooling;

the second illustrates how these psychological

factors affect the course of her student teaching
experience.
Josephine's Profile:
[Once I]

Doubting

was trying to explain to my

[father about

racism.]

And I was getting really frustrated.

And he said

"Oh yeah,

you're going to be a really good teacher.

don't you just stick with the cleaning houses."
Dad,

fuck off."
.

father

.

'cause he has two girls.

.

.

doing the sports thing.

coming from my

'cause I used to love

And my father and I were always

Sometimes I get really disappointed with him

when he says things like that.

Like I don't think he

I don't think he does it to hurt me,

that's truly how he feels,

.

can do anything.

.

.My mom,

on the other hand,

There's a lot of dynamics

within my family that's a gender issue for me.
the

[feeling]

boyfriend].

.

of stupidness
.We argue.

but I think

is that he never really thought

I'd make it through college.
[believes I]

[also]

.

.A lot of

comes from Jake,

He says "Oh,

he knows how much it bothers me.

[my

you're stupid."

And

He gets on my case.

[Sometimes]

I have no idea what he's talking about,

baseball.

.I'll say,

.

"

.Growing up I was always

like his little boy in a lot of ways

realizes.

[said]

And I walked out of the house.

.1 think that is a gender issue,

really close.

I

Now why

"What does that mean?"

"Oh,

[like]
shut up.
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Don't you know anything?

You're so stupid, "

And my father does that to me all the time.
fact,

.

.

.when my father came up

said,

and Jake said almost the same thing,

you could do it,

but you did it.

[he'll say.]
As a matter of

[for my graduation],

he

"I never thought

And out of everybody here,

I'm the proudest of you" which really made me feel good.
And my father said "And you know what,

I never thought you

could do it either."
[When I was in high school]
earth science,

biology,

and I never got it.

I can remember sitting in

and algebra,

and all those classes,

And I never wanted to raise my hand.

When I was called on I would always think of wrong answers
by mistake,

and I would just be flustered.

I had no

confidence in sitting in a classroom and actually learning
anything.

I reverted.

.

.to memorizing things.

always did poorly on tests.

And I

[Once we were watching]

Flew Over the Cuckoo's Nest" in my English class.

.

"One
.

.1

remember sitting there thinking,

"Is he going to ask me a

question?" because

used to stop the tape and

ask questions.

[the teacher]

But if he asked me a question I'd get really

nervous so I wouldn't really pay attention.
and think of what I would say,
behind the movie.

.

.

I'd just try

but then I'd be ten minutes

.So I never really watched it.

I was

so paranoid that somebody was going to call on me and then
ask me questions and then turn all red and be embarrassed.

Ill
It was almost expected for me to not do as well in
certain classes and not get the help that I think I
deserve(d)
Instead,

or needed in order to get through algebra II.

my guidance counselor said "Well,

need it so you don't have to take it."
it.

you don't really

So I dropped out of

And it's funny because I learned algebra when I was in

college.

And now I know it like that

[snaps fingers].

I

tutor it and everything.
[During high school]
with the wrong crowd,
got into drugs,
I did.

I got caught up,

not caught up

because it was all my own doing,

alcohol,

cutting classes,

sex,

whatever else

And once I was into that I had no interest.

only reason I was in school was to socialize.

but I

The

And until I

was a senior in high school I took only one class that I
really loved.
.

.

.

.

.But I grew up a lot throughout high school.

Obviously most people do.

But I still.

.

.never gained the

confidence that I think I needed in order to form an opinion
about whatever we were learning.

.

.

.And I think that for

me that comes from a lack of confidence,
learn.

I really felt that I was stupid.

in that I couldn't
I was just sort of

a mediocre person getting through as best I

[could].

When I came to college I always thought I was stupid,
which I still fight with a lot now.
driving over here,

As a matter of fact

(I said to myself),

for this interview."

"I'm not smart enough

But it's difficult for me to deal with
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it as a student teacher as well as a person,
reminded of it constantly,
in the world,
want to be.

because I'm

how I'm not the smartest person

and I certainly don't expect to be.
And when I decided to teach,

Nor do I

I thought that was

going to be something that would stop me from being a
successful teacher.
[And here in college],
professor.

I remember this

(Botany)

It would get so frustrating because I wouldn't

understand what he was saying.

And he would just say "Well,

read the book,

"I'm reading the book,

read the book."

don't understand it."
help."

"I can't,

"Well get help."

"I'm asking you for

I can't be here and tutor you.

have time to do that.

You should hire a tutor,

I don't
you know."

So every night I'd go home and I'd work on Darwin.
night—eight hours a night—Darwin,
to understand it.
uncle.

but I

Darwin,

Trying to understand it.

.

.Every

Darwin.

Trying

Call up my

Call up all these people that I knew that knew

something about this,

and could help me understand pan

genesis and all these different theories that Darwin had,
and understanding why,
to evolution?
mostly men,

why was the coral reef so important

I don't get it.

And it took me calling

('cause those were the people that I knew that

were educated)

to help me understand it,

which was fine.

[In that class I'd] work with other people in.
groups that I used to form.

.

.study

It was funny because I would be

the one that would explain things the best.

I'm not saying

113

that to sound conceited but I knew I wanted to be a teacher
at this point.

And for some reason I can explain things,

only if I can understand them.

And I can understand it

better when I explain it.
As far as smart enough goes,
And I think

that comes from within me.

maybe it is because of my own gender issues.

don't really know how to speak this,

I

but I always question

what I know and what I don't know.
As far as smart enough goes,

I've always felt like I

have to work harder to prove myself to people,

mostly men,

that I am capable of teaching and that I am capable of
learning.

And don't look at me and listen to what I'm

saying because I'm a woman,
because I'm a woman.

or not listen to what I'm saying

But try to hear what I'm saying.

face it every day with things,
be what I know,

like,

what I think will never

till I talk about it.

it with the men in my life,

And if I talk about

somehow it always gets twisted

around to believing what they believe.
have to compromise in order to be right.
right all the time,

I

It's always as if I
Maybe I'm not

and I don't think I am,

but I think that

a lot of it for me comes from my own insecurities about
being a woman.

Not that I'm insecure in being a woman,

but

I feel that I have to prove myself and I'm not quite good
enough.

I'm not quite at the same potential as my male

colleague.

I don't have quite that same camaraderie with my
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male
.

.

(cooperating)

teacher as the other,

male,

intern does.

.I'm sure a lot of it is my own interpretation.
So.

.

.in a way

.

.

[my cooperating teacher at the high

school in social studies],
stupid than less stupid.

Pete Brook,

made me feel more

I remember so many times asking

him "What is this?"

I wouldn't be able to find this term

anywhere.

.

He would.

.ramble on about this answer that

didn't answer the question.

And I remember feeling that

stupid feeling because I didn't know a lot about American
history.

I still don't.

[I'd think]

"God,

he's so smart.

He knows all this stuff."
The kids had to rely on him to give the answers that
they needed,

which in a way.

say undermined,

it,

.

.

kind of,

changes the whole idea of cooperative

learning in my eyes.

Because for me,

discover things and talk together.
it.

I don't want to

Maybe one kid would know

Or get a resource that they can.

there was nothing like that in

it's having students

.

[Peter's]

.look it up.
classroom.

And
So that

was a little disappointing for me because I had to rely on
him as well,

which made me feel a little bit awkward having

to rely on him.

And it made me feel that he was so much,

smarter than I am,

and he is.

'Cause I mean he's been

teaching the same thing for twenty five years.

Of course

he's going to know everything that he developed within his
curriculum,

right?

It makes perfect sense.

quite a while to realize that though.

It took me
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But at the end I didn't care,
supposed to be stupid.
to not know everything.

so I said,

"Well,

I'm a student teacher.

I'm

I'm supposed

That's what I'm here for."

And I remember one time addressing one of my classes,
'cause I'd made that mistake

(about the)

Jirago Guadalupe

Treaty which I'll never forget as long as I live.
addressed the class,
them,

"Look,

I almost started crying.

.

here I am twenty four years old.

.1 said to

And I'm

So once you realize that I am

not perfect and I am not all-knowing and I am not Mr.
we will have a more successful class."
be Mr.

Brook.

Brook.

I was even

Brook did.

Maybe I am too sexist in some ways,
.

Brook,

I felt like I had to

I was teaching like Mr.

doing the same material as Mr.

I

I have taken

a few history classes but I'm no scholar in it.
learning as you're learning.

.

[As]

and I think that

goes a lot with.

.

my own sexism towards women and things

that I believe.

It's almost like colonization of the mind.

Like when you colonize your own mind.

.

.

.There's studies

and there's articles written about black people who have
white ideas,

like an oreo cookie thing.

Like

[with]

the

colonization of Africa and how we Europeans tried to
assimilate African culture into ours as well as the American
Indians here.

.

these things,

when you start believing that your culture is

bad,

.

.And it's almost as if you start believing

when you start believing that the other is better.

When you start believing that,

being a woman,

you should be
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in the home,
quiet,

you should walk behind your man,

you shouldn't lead a conversation,

things.

those kinds of

I have a lot of those kinds of things,

work on that have become part of me,
of].

you should be

too,

that I try to

that I

[get rid

Internalized oppression is what it's called.
But I've learned that I learn well through teaching.

.

I think

(wanting to teach)

comes from my love of learning

and my realization that I'm not stupid.
learn in many different ways.
or whatever it is I do,
a joy here.

.

I just need to

And I felt that as a teacher

I can show kids that there really is

There's something that's fun and exciting and

all-consuming,

almost,

about learning.

And I think that the

key to our future as a society is to better understand where
that comes from.

It's not just listening and memorizing and

writing.
I'm fighting my own insecurities about what I can learn
and what I can't learn.

In this point in my life,

now,

think I can learn just about anything if I really try.
don't think I have the disability which
think.

[is what]

I
I

I used to

But I just simply can't read something once and

memorize it or remember it.
write it.

I

have to read it.

I have to talk it out loud.

explain it.

That's the way I learn.

And I have to
And I think that I

retain a lot more because I learn that way.
key for me.

.

.

I have to

And that's the

117
.

.

.It's funny because I'd say a good majority

.most of my professors
female.

[in the education school]

.

.

have been

And most of them have been feminist educators in a
\

big way.

A lot of my classes

university]

[in the other parts of the

have been in these huge lecture classes.

small classes have been run by women.
definitely true.
want to say

Yeah,

And it's almost as if men,

[were]

And my

that's
...

I don't

allowed to have this kind of power,

but

it's expected of these men to be able to captivate an
audience.

Whereas the women that I've had have always

small classes.

.

.

.[In those classes],

being judged because I was a female.

[had]

I didn't think I was

I felt that I was

being judged because I was a student and I was really trying
to learn.
.

.

.

.

.1 had a very bad experience in learning.

taught through the teaching,
lecture,

taking notes,

forgetting it.
confidence,

I was

the real teaching method:

memorizing,

spitting things back out,

This is how I learned.

No empowerment,

no self esteem within learning itself.

no

Hated

it.
This is my education,

The University,

as well as

building my own confidence in learning from the first day of
college,
teaching.

and learning that.

.

.there are other ways of

There is experiential,

there's confidence,

there's cooperative,

there's empowerment ideas,

there's gender issues.

issues,

There's so many things that are
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involved in education that are so important,
out when I went to school.

.

that were left

. And through going to

education school here, with instructors like Julie and
Ellen,

even with Palmer.

.

.all the readings I've done,

through all the materials I've been exposed to,
me realize that I wasn't the stupid one here.
was stupid.
for me.

I wasn't the one who couldn't learn and couldn't

What's a proton?

I don't know what's in a

What's a neutron,

all three of them go together.
though.

The school

The teachers were the ones that were ruining it

remember the making of a cell.
cell.

it has made

electron?

I know

I don't know what they do,

Is that because of a poor education or is that

because I'm stupid?
It's all based on confidence,
teach that way.

and that's why I want to

Because I know what it's like to learn to,

to think you're learning but actually you're just
memorizing,

which is rote,

which is wrong.

And I've been out of high school for seven,
now.

eight years

And it's taken eight years for me to get over that.

And every day in the classroom I get more and more over it.
And it helps me see that it's not a question of how much you
know,

[or]

how smart you are.

can deal with what you know.

It's a question of how you
Now I certainly don't know

everything about India and I never said I did.
these kids

[in my class]

they learning that?

But somehow

are learning about India.

I don't stand up and tell them.

How are
But I
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have some confidence in the fact that these kids

can do

anything I give them.
"Here is a blank pen.

Fill it up with ink and

write with it."
"Well,

where do I get the ink from?"

"That's your decision."
"How do I write? I don't know how to write."
" Well you figure it out."
These kids took the curriculum and ran with it.
me confidence,

because I have confidence in knowing that I

don't have to stand up here and teach.
themselves.

But then I don't want to compromise,

know that these kids can do it.
for my students,

[life]

And I have a lot of respect

my students than I do from anything

right now.

.

.1 guess because it's my

They are such a wealth of information and

opinion and honesty and true thoughts.
that?

'cause I

probably too much.

(I learn more from)

whole life.

They can do it

Given the confidence that I need that I'm good

at what I do.

else in my

That gave

How can you miss

What's the point of teaching if you don't even let

them say what they think?
[Student teaching]
experience for anyone.

is a very difficult,
Especially for me.

trying

I had a lot of

problems with it because I didn't know my subject matter as
well as I should have.

And I think that because of my own

problems with the feeling of stupidity throughout my life,

I
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think that that's really made my student teaching very
difficult.
"Gee,

Because I didn't know the stuff and I felt,

I'm stupid."

Now.

.

.I'm starting to get over it.

don't know anything about India.
because I'm stupid,
India.

I do now.

I

I can admit that it's not

it's because I don't know anything about
I'm learning.

Analysis of Josephine's Profile
What is striking about Jo is that not only did she
think she was "stupid",

but she did not believe she was

capable of learning because she did not consider her ways of
knowing and understanding as legitimate.

We learn from Jo

how she came to think of herself with such low esteem and
how that self-image influenced her behavior in school
settings.

We can also learn from the specifics of her

interview what a classic case study,
theories of women's development
et al's
Jo,

(1986)

in Brown and Gilligan's

(1990,

1992)

and in Belenky

theories on women's ways of knowing,

means.

raised in the patriarchal setting of an Italian-American

family and American public schools,
she knew,
self.

to bury her voice and eschew any belief in her own

Neither her family,

seriously,

learned to not know what

which,

in turn,

nor her school took her
causes her to believe that she

shouldn't be taken seriously.

She could not conceive of

herself as having an idea of her own.
adolescents,
silenced.

like Jo,

(Jo says,

Many female

come to believe they deserve to be
"I colonized my own mind.")

In
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Gilligan's words,
our culture,
Gilligan,

was

Jo,

like many young women growing up

"psychologically wounded"

1992).

(Brown &

Because of the lack of confidence

ability to express an idea,

much less be

in

in her

listened to,

instead of exercising a healthy political resistance,

and

speaking or acting out openly against the system which was
not meeting her needs,
psychological ways.

Jo went

"underground"

to resist

in

"I got caught up with the wrong crowd,

(not caught up with—because it was my own doing)

and

getting

(It is

into drugs,

alcohol,

and cutting class."

significant that the only class she did not cut during her
senior year was a special needs class

in which the teacher

had enlisted her to help out younger students.

Here she

felt needed.)
At one
between her

level,

Jo's

interview reads as a struggle

insistence that she is stupid and

incapable of

formulating her own decisions and her tenacity in believing
that she

"knows what she knows"

(Brown & Gilligan,

This theme shadows her through high school,
most people held low expectations of her.

1992)

where she felt
It continues on

into womanhood where she admonishes herself because she can
never be as smart as her male cooperating teacher,
to know such "important"

facts of American History as who

the first African-American coach of a national
was.

who seems

She allows herself to be awed by a male's

football team
facility
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with knowledge without criticizing the nature and substance
of that knowledge.
At the same time,

though it seems inconsistent,

acutely aware of how she came to know.

she was

She understood that

her schooling has not acknowledged her ways of knowing.
says:
.

"It is not just listening,

I have to read it,

memorizing and writing.

I have to write it,

out loud and I have to explain it.
learn".
to know.

.

.

Therefore,

Josephine,

I have to talk it

That is the way I

a once unsuccessful student,

(Belenky,

"For some reason I can explain things,

only if I can understand them.
better when I explain it."
what I know,

.

.

And I can understand it
."What I think will never be

until I talk about it."

In too many schools,

students are asked to listen rather than explain,
rather than talk.

now turned

understands the world in

ways that schools systems tend not to reward
She states,

listen

Before her exposure to the education

school and her student teaching,

Josephine learned not trust

her intuitive mind or her integrated knowledge which is
embedded in both her body and mind.

She claims it was her

contact with women professors during her preservice
education which helped her begin to trust her intellectual
competence.

.

she did not respect what she had come

prospective social studies teacher,

1988) .

Jo

It was also the experiential learning that is

an integral part of student teaching which cultivated
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confidence and became a healthy counter-balance to her less
confident self.

Other Participants Who Grapple With Self-Doubt
Other participants also grappled with their own
internalized self-doubts during their student teaching
experience.

They portray how the dilemmas faced during

female adolescence,

such as contending with speaking out and

risking the dissolution of familiar relationships,
remaining silent and disconnecting from themselves,
(the way Jo does in her sometimes silent,

or
play out

sometimes noisy

confrontations with her aunt and her father and even her
present boyfriend).

More importantly for the student

teaching focus of this dissertation,
of Teresa,

the following stories

Elizabeth and Gwen demonstrate how these internal

struggles linger with these young women into their twenties
and weave themselves through their student teaching
experience.
Certainly,

we would expect student teachers to be

unsure when they begin their teaching experience.
addition,

In

growing up female in a society that "shortchanges"

women adds another whole dimension to that uncertainty.
Teresa,

a twenty-eight year old banker,

As

who is now entering

business education says:
There were some unsure parts of student teaching, and
that's what's unfortunate about the experience.
You
have unsure parts of yourself.
You're not too sure.
This is new.
And of course part of that could be my
personality also. . .How secure are you in decisions
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when you make them?
It depends how strong you feel
about them.
Then you get into a gender role about that
too. . . Here I am a female. I make a decision.
It may
be right or wrong.
I'm a little hesitant.
I wonder if
that's some of my training.
I wonder if a male would
be hesitant. I [don't think so]. So some of that is
gender. . .
For a significant number of other participants in this
study it is the unsure parts of themselves which dominate
their psychic structure.

While low self-esteem strains run

through several interviews,
to gender,

other than Jo,

those most obviously connected

are the stories of Elizabeth and

Gwen.
It is the voices of the self-doubters,
psychologically wounded" Brown and Gilligan
them,

"the
(1992)

call

that this second section of the chapter spotlights.

To say,

five out of sixteen women in the study experienced

intense self-scorn,

is to trivialize that which we need to

bring to the forefront of teaching and teacher education.
It is my opinion that when teacher educators actually hear
and see case studies of young women who follow the
psychological development Brown and Gilligan
Belenky et al.

(1986)

describe,

schooling in the ways the AAUW

(1992)

and

and who experienced
(1992)

studies portray,

we

will become more thoughtful in how we prepare young women to
enter their preservice experience,

and especially how we

encourage and promote their development during the critical
weeks of their practicum.
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Elizabeth Zarek
Elizabeth Zarek grew up in the Northwest where she
attended two different colleges.

After graduation she spent

a year as a Peace Corps volunteer in the Philippines.

She

was the only female American in the village where she lived.
She was as determined then to tend the crops with the
Philippine men
labor)

(women did not trek out to the terraces to

as she is determined now to convince her students to

love English Literature.
During the interviews Elizabeth said,
everything

[in these interviews]

connects."

maybe it is so hard to define because
all over.

"I really think
She says,

"but

[the connections]

It is like a big spider web.

are

But it is not even

a web because everything is overlapping everything else.
Maybe it is a grid,

or is it more random?"

It is true;

the

details of her life story connect from beginning to present:
A frail child who almost died from two bouts with brain
tumors—a frail student teacher,
highschoolers,

not sure how to discipline

once as resolute to live as she is now

resolute to teach.
While Jo is open,

direct,

and dramatic during her

interviews,

Elizabeth is tentative,

halting,

and sometimes

resistant.

Even though Jo's self-doubting voice persists,

she has developed a strong counter-voice of confidence.
knows what she knows.
with,

Jo

Elizabeth peppers her interviews

"you knows" and "I don't knows",

signals,

according to
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Gilligan and Brown

(1992),

of a woman who lacks confidence,

yet hopes the listener is in sympathy with what she is
claiming.

Brown and Gillligan

(1992))

interpret the "I

don't knows" to represent a counter claim to a claim which a
young woman is not about to reveal or admit that she knows.
It is the way in which self-doubt and confidence relate
to one another which determines the psychic structure;
Elizabeth's confident voice is no match for her doubting
voice.

Her halting,

tentative responses are a sign that she

continues to be a "psychological resistor"
Gilligan,

1992).

(Brown &

She is not ready to know what she knows.

Elizabeth's Story
Sometimes,
often thinking,
.

when I was

[student teaching],

"I don't know if I can do this"

.1 remember even one time my advisor saying,

know,
level"

Elizabeth.
.

.

Maybe.

.

.

[laughs].
"I don't

.

.Sometimes when I

.What can I say?

[laughs again]

Yeah,

there were times when I remember driving home with

Phil,

[my fellow student teacher,

don't know if I can do this.
this is where I belong.
moments when I thought,
learn

[laughs].

.

.

.

.this isn't for you at this

.But I do think sometimes.

was really frustrated.

I remember

[I'd say]

I don't know.

I don't know."
"Wow,

yeah

"Like man,

I don't know if

But then there were

[laughs],

this,

I can

"I guess I don't think I felt very

confident in what I was doing.

I
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[Once all the student teachers in the program taped
each other while they were teaching].
ever worn those clothes
[laughs].

[Originally,]

[that I was taped in]

again

I liked those light blue slacks

because they made me feel thin.
tape)

I don't think I've

But when I saw them

and I thought I looked so frail and sickly,

been able to wear them again.
have looked that way,

(on the

I've never

And I don't think I would

acted that way,

if I would have felt

more confident in what I was doing.
We talked before about the difficulty in being a
student teacher.

Because I made so many mistakes

I was going to say most student teachers,
teachers.
[laughs],

But,

[laughs].

most young

I wouldn't want to speak for everyone

although most wouldn't be speaking for everyone.

But I think that was hard.

But

[pause]

led me to a lot of doubts at moments.

.

that probably really
.

but also I guess

student teaching or maybe just thinking more about
education,

it seems really important to have people who

really care about teaching.

But I think I learned just

because someone cares that doesn't mean that they can teach
and be an effective teacher.

.

.Because.

.

.it seems that

most people who would go into teaching would care about
teaching.

But it doesn't seem that way sometimes when we

look at the schools.
care.

Or it doesn't seem like everyone does

But I think part of it might be that people who might

really care a lot and they teach,

they get frustrated
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[pause]

probably with themselves a lot.

felt that way sometimes.

.

.because I know I

I was just so frustrated with

myself and that doesn't lead to effective teaching.
So I can't speak for other people.

.

.but I guess after

teaching I have much more of an appreciation how hard it
was.

I said that to someone,

teaching was."

And no,

"I never knew how hard

I didn't.

And I suppose

it's harder for some people than others?
so much just the teaching,
whole

[pause].

.

[pause]

[pause]

Not even

or sharing of information but the

.1 think teaching in itself is such.

.there's so much to it.

To define what is teaching.

.
.

.the

picture of what teaching is...That is really different for
different people.

But I guess for me it makes sense.

of goes along with who I am in my past.
I've found

[are not easy for me].

.

It kind

And most things

.1 couldn't just

go and

flow into the classroom.
I think some people can just go into a classroom and
they can be comfortable.
of a person someone is,

I think it's a lot.

.

.

not character

.what kind

whether a man or a woman.

even know that that matters.
char—no,

.

It's more personality.

[laughs].

I don't
It's

It's personality I guess.

.So I don't think I could really picture myself in front

of the class before I taught.
picture.

I mean I never knew what to

I just figured if that's what I wanted to do I

would figure it out.

I would learn how.

approaches it differently.

But everyone

It's really interesting even
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[to]

just to talk to different people who were student

teachers.

Just how differently people go into the

classroom.

And

if you can.

.

it's almost like a lightness,

.have a lightness about

like almost more of an acceptance.
reading that book.

.

[you],

[laughs],

.

.Lighter,

maybe not take everything so seriously,

.1 think

.it seems

It's hard to explain.

The Unbearable

just

[pause]

That's to be able to go with the moment,
is happening.

.

.

Actually I started

.in my student teaching,

Lightness of Being.

.

[laughs]
so heavily.

to go with whatever

I don't know.

.

.

I think it'll take me longer to feel satisfied or to be
comfortable?
[laughs]
know.

.

Or to feel like I'm not damaging students

than it would take a lot other people.
.1 think.

.

.in looking back.

.

But I don't

.it shows me how

important it is to go to teaching and feel like I have
something to offer.
feel good about that,

Like I am a teacher and I can teach and
feel confident?

by students but to listen.
confident,

.

Not to be intimidated

.at the same time as feeling

to still be sensitive to all those different

people.
But I wonder if it's hard to think about being a woman
student teacher because I try to think of myself as a
teacher?

And so although I think,

'cause I was thinking

about that too when you asked about like in school,
thought of myself as being a female in schools?
something like that in the first interview.

how I

You asked

And it was just
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yesterday.

.

connects?

[laughs]

places

.1 was reading

[laughs],

see how it all

that schools may be the most

for many female students,

liberating

meaning that because so

many families are not very liberating for women?

But

it was

funny that I read that because I'd been thinking about why
didn't I think about myself as being a female
Why didn't I

in school?

feel discriminated against in school

Why was that not an issue?

And,

sometimes?

and maybe it's because

it

was an issue in so many other places and it didn't seem to
be that big of a deal
one sentence

in school.

.

[pause]

.where I knew that what a man is and what a woman
.

definitions?

lot of what I.

I think a

.According to my family's

world came through my family.
businesses,

about politics,

family's perception.

.

.

just

was probably the biggest

is were very different.

liberated

It was

in a book but it really stood out.

I think my family
(place).

I don't know.

Well

.

.received about the

And so even

if you hear about

about everything.
[pause],

You hear

I probably did feel more

in school than I did with my family.
.My father once told me that

it would be much more

important that my brother could support himself than me
[laughs].
about]

And he meant that very well.

learning responsibility.

brother and me down once
years older.
[laughs].

.

[He was talking

My father

in a while.

[would]

sit my

My brother was two

And he'd formally have these talks at us
.[They were]

miserable times.
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My grandfather he didn't have a good view of women I
don't think.
.

.

He was always just talking badly about women.

.A friend of my mother's had originally been a neighbor

of my grandmother and of my grandfather too.
her.
her,

And so he was always talking badly about her—calling
I don't know if he called her,

called her.

I can't really.

really didn't

like her.

meditation.

I mean.

.

.

I don't know what he

.bad words

And.

.

.she was

It makes

And the

But he talked badly

lot.
it sound really bad but I don't think he had a

very positive influence on many people.
[laughs].

But she

I'm sure she wouldn't

He wasn't really a very nice man.

way he talked to people in general.
about women a

And he

into Aikido and

.she wasn't very typical.

was also just kind of a strong woman.
take his b.s.

[laughs].

I think basically because she has a

pretty strong personality.

My poor grandmother

But I think that really rubbed off on my father

and his brother.

And then on my brother and my cousins.

mean that kind of thing just doesn't die,
with

And he hated

I

People grow up

it.
.

.

.Looking back,

I think they are

I think otherwise people don't act

loaded with anger.

like that.

side of the family was real good at silence.
they showed anger.]
silent with me I
like that's the

So even today,

just go crazy

man,

[laughs a

form of control?

My father's
[That's how

if anybody gets
lot].

It's more

They just become silent?
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.

.

.1

could go back to one of those articles

[laughs]

for adolescent development,

talking about women

dealing with silence compared to men?
was

fascinating.

But yeah,

just wouldn't say anything.
in the family.

school and just.
I wonder

if

felt sometimes
men,

.

But maybe that made me go to

.1 don't know.

in a way too

[during student teaching]

intimidated by the men teaching,

cooperating teacher.
.

Didn't mean I wasn't also well
he was always my grandfather
[laughs]

.

.

[to me].
if

And even my
I did feel

intimidated.

[laughs].

And also I mean

Isn't that a

just that somebody I

[but because of]

.still they hold such power.

.

who they are,

.1 think too growing up

with men who don't respect women or look down.
don't think that's such a unique experience?
that kind of
[and]

some of the

He made me really angry.

[meaning]

could disagree so much with,

.

.1 mean I

[laughs]

laid an impact on my dealing with men,

teaching.

.

I

[in the English

I wonder sometimes

.My grandfather.

terrible thing?

And he

So the men really controlled

who was kind of crude

intimidated.

My

I mean like for days.

like especially that one man

department]

And I thought that

it made my mother crazy.

father would just get silent,

the women

I read

But

working,

.

Analysis of Elizabeth's Story
Like Jo,

some of the causes of Elizabeth's

"psychological wounding"

lie in her extended family culture.
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Though sexism has permeated her life,

Elizabeth is not a

"political” woman openly advocating for feminism.
as the rest of her interview suggests,
interested in the power of poetry,

Instead,

she is more

music and literature and

how to integrate them into her classroom that make her
students and herself more comfortable.

(After all,

as a

little girl she was more comfortable at school than she was
at home.)

She wants to get past being ill at ease in the

classroom and do her job.
The parts of her interview that are included in her
profile are like a conversation her determined self is
having with her frail self.

Once schooling was more

liberating than my family; now I encounter men like the
department head who behave like the male members of my
family.

"I should be taking myself more lightly," but "I am

damaging students."

I recognize how complex this profession

is and "this I can learn," in debate with,
I can do this;

I have made so many mistakes."

in some respects,

Ironically,

Elizabeth's self-doubting is an asset;

helps her understand just how intricate,
web,

"I don't know if

learning to teach is.

it

how like a spider

It is this interaction between

her lack of confidence and the complexity of teaching that
dominates her thinking about student teaching,

whereas for

Jo it was the interaction between her lack of confidence and
the excitement about learning she was finding through the
interactive pedagogy.
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Gwen Kalev
Gwen,
teacher,

twenty-seven year old prospective English

grew up and went to college in one of the large

cities along the mid-Atlantic seaboard.

She did her student

teaching in a small city high school in western
Massachusetts.

While she was there,

to coach the girls'

track team.

she had an opportunity

In that position,

she

proudly tells the story of coaxing the girls to pass the
boys during practice laps rather than hanging back so the
boys would not lose face.

Her competitive spirit dates back

to neighborhood scenes which remain vivid in her memory:
the neighborhood boys threw a rock a her for not hitting the
ball hard enough or running fast enough to first base in a
sand lot ball game in which her three older brothers
insisted she be allowed to play.
seven-year lifetime competing:
father,

three brothers,

Gwen has spent her twentycompeting with a domineering

and her fellow classmates at

privileged women's college preparatory school.

She fell

into the habit of having to prove herself.
In my family, my father was in the spotlight, and it
was not okay women being in the spotlight.
And my
brothers were in the spotlight, and from time to time I
was and it was almost like an angry reaction. . . .1
think I needed to be in the spotlight, and that's why I
went into the acting career.
Currently she spends much of her "off school" time in
rigorous training for the many competitive races she runs
during the season.
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After college she entered the highly competitive
profession of acting.

She left this potentially successful

acting career because the directors she encountered did not
respect the intelligence of American audiences and the
producers were more concerned about making money than giving
audiences philosophy or making them think.

"It was

shallow," she said.
Here is a young woman who from all angles appeared
confident and self-assured.
especially Shakespeare,

In love with language,

she was eager to get out into the

schools and do her student teaching.

Anyone working with

her would have predicted she was comfortable being "in the
spotlight" as a teacher.

Indeed,

student teaching experience.

she had a successful

Even so,

the stories that lie

deep within her give us a different picture.
Excerpts from Gwen's Interviews
I remember the first (time I microtaught). . .God, I
thought I sucked. . .The only thing I can really
remember, from the very first time that I got up, when
I started at The University, was that I was panic
blind.
I couldn't see anyone out there.
I wanted to
do a discussion but I was so freaked out by standing up
in front of the people that I couldn't see anyone out
there, so it was like I couldn't even call on anyone or
work with anyone out there because it was just this
blurry sea of faces.
And now [at the close of my
student teaching] one of the things that people say is
so incredible, I've had some other teachers come in and
see classes that I've done.
They say "God, I can't
believe how relaxed you are."
And it's true. I just so
much enjoy being there and interacting except in the
huge class where sometimes it's impossible to see all
the faces, I really try to kind of connect and read all
the students.
If I think back to where I was when I
started the program I couldn't do it.
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Analysis of Gven's Excerpts
As much as Gwen,

at the close of her student teaching,

felt success and appeared to have overcome her panic in the
classroom,

like Jo,

her doubts are still deeply

internalized.
Sometimes when you're doing a good job and everyone
says you're doing a good job, it's just like ah, is the
house of cards going to fall?
Or "You're fine.
You
don't need to worry about anything" but yet I need
support.
And I have to support myself all the time,
and I had to always keep this confident front when
inside sometimes I'm just scared. . .(I have) to always
look like I'm in control, always look like I'm
centered, that I have all these brilliant ideas and
it's ready to flow at any moment, and there's no labor
that goes into my preparation for creating this facade
of the brilliant teacher.
Sometimes I am afraid that
that's just going to crumble away. . .
You might think the all girls' high school Gwen
attended would have provided the atmosphere Gwen needed to
find her own voice and gain some security.
this highly selective,
women,

Nevertheless,

highly competitive school for young

mimicking its male counterpart across the street,

seemed to exaggerate her insecurities.
Well, there was a period there [in high school] when my
self-esteem was not very high.
I mean if I were at any
regular school in the district, I probably would have
had a higher self-esteem.
But I was really starting to
question myself and things were not wonderful at home.
And the fact that there were so many very competitive
girls.
There were so many. . .girls who were pretty
[and] much heaped with praise and were extremely
successful academically, that as I began to question
myself, all I needed to do was look at myself compared
with other girls in the class, and it just confirmed my
picture that I was certainly no one special.
So I
pretty much moved towards believing that, and believing
that there were certain things I couldn't do.
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Gwen translated her growing up female experience into a
philosophy about her mission in teaching.
I guess where I go with that, now, is I try to think of
what I want to be okay about being a woman, that some
people don't think is okay, and model that in the
classroom.
And therefore give some of the girls who
are not comfortable, who feel pressured to be
different, some of the girls who feel that they have to
sit back, they shouldn't take the attention, that they
shouldn't be too intellectual, that they shouldn't be
too athletic, that they shouldn't take control of a
situation, whatever the things are.
I want to think
about how, what is important to me about being a human
being, and model that.
[sighs] So . . .if we're going
to look at how I see myself as a woman student teacher
and not just as a student teacher, . . .1 want to
model.
I want to just keep evolving as a person, as a
decent person.
Keep being concerned about other people
and show that it's all right to be sensitive to other
people.
It's all right to support other people.
But I
also want to show my female students that it's okay to
be female and it's okay to be in the spotlight.
If I
managed to do it (be a female model) I'd be pretty
thrilled.
You know I certainly try.
I certainly try
all the time.
But, you know, I still have a lot to
learn.
I still have my insecurities.
I still have my
wanting to get my own praise and get my own
reinforcement.
But I try not to put that burden on the
kids.
Learn how to find that for myself and then
that's just another thing that I'm modeling, that I
don't need that praise from them. I mean that's really
the goal for me.
That's what I want.
It feels good.
It sounds good. . .
And then once that [need to compete] was kind of
exorcised, then it was time to strike a balance, and
the balance between it's okay but it's not a need, it's
not a desperate hunger.
There's not an emptiness.
There's not a chip on the shoulder, something to prove.
But just it's okay, I can handle it.
And so I mean as
a woman student teacher, as a student teacher in
general, my aim is just to keep evolving and keep
becoming more and more sensitive to what's going on
with other people, keep opening my ears to hear
different ways of thinking, different ways of being.
And to model all those things, you know, so I don't
talk it but show it.
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Without reading Brown and Gilligan

(1992),

Gwen

advocates the very process the clinical psychologists
recommend:

the need for women in teaching or counseling to

meet girls at their crossroads between adolescence and
womanhood to help guide them along the road to healthy
resistance,

to nurture their voice and nudge them out of

their propensity to silence and going underground.
Intuitively,

Gwen has a strong sense of what her female

students need to promote their cognitive and social growth.

Other Participants And Wavs of Knowing
A significant cluster of potential women teachers in
this study express deep-seated doubts not just about what
they do not know,

but how they know.

at least two of the participants

Furthermore,

(Jada and Dee)

like Jo,

have

realized that the way they learn is not traditionally
honored.

Jo said she had learned learning was not

memorization,

lecture,

rote,

but collaboration with others,

interaction with others about the material to be learned.
Learning is personal,

not distant.

Jada Davis
Jada,

a highly energetic and dramatic twenty-five year

old social studies student teacher,

one of nine blacks from

her Texas hometown to ever graduate from graduate school,
consciously aware of the significance of her untraditional

is
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approach to knowing and almost does not apologize for it as
Jo did.
. . . my way of learning (is) very explorative.
Handson, immersed, very down-to-earth.
Very atypical in the
sense that it's being practiced or carried out in this
country.
I mean I don't want to be a writer, I want to
write.
You know it's not like I'm into being an actor,
I like acting.
You have the roles whether you know am
I a teacher or do I teach?
It's one thing to be a
teacher, doesn't mean you can teach.
And you know
people, (she takes on falsetto academic voice) "I
studied Shakespeare and Elizabethan theater.”
(She now
takes on her normal voice).
I don't want to do all
that.
I don't have time for that.
I want to act.
And
writers, "You have to” (repeats falsetto academic
voice) "know what Chekhov is saying when he was in the
garden that day."
(Returns to normal voice)
Well, I
don't want to do all that, I want to write.
And
sometimes [people will say], "You're a writer?
Have
you read this?"
"No," I reply.
"Oh,"[they say].
. .
That kind of stuff, that gets on my nerves.
I write. I
write what I like.
I write what I feel.
What
constitutes who makes a writer?
. . .Even though I say it doesn't bother me, it has and
it has gotten in my mind a lot. . .and you know it's
really interesting 'cause I give people faith in their
abilities, and then, I realize that I question mine.
I
mean I would never tell someone I'm a writer.
I mean
I'm being this 'cause I'm being anonymous now, so I can
tell you all this stuff now, but I wouldn't tell anyone
I did that.

Dee Polanskv
Dee,

who returned to college at age twenty-nine to

study art in a program sponsored by a prestigious women's
college for non-traditional students,

is another participant

who had discovered her own inner resources for learning when
she was in her late twenties.
in a similar vein to Jo,
as a high school student.

According to her own report,

she did not have a sterling career
She was the rebellious adolescent
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daughter of "straight-laced" loving Polish parents.
skipped school,

hitchhiked,

She

smoked pot and breezed her way

through one year of a Catholic women's college.

When she

returned to community college in her later twenties,

she

found a professor of anatomy and physiology to whom she
attributes her transformation as a student.
But he was wonderful. . .our entire class loved him.
I
remember we gave him a gift at the end of the class and
learned so much from that class.
And I always hated
science.
I didn't think I'd like [this class], but it
was very visual, anatomy and physiology.
I mean we'd
look at bones and muscles and the names and the parts.
And I did this. . .notebook.
I think my notebook is a
work of art.
I colored in all the different. . .
[laughs], I went nuts.
We had bones.
We didn't do
dissection as much but we did a lot about cells and
things like that.
They had mostly models.
But they
did have some bones.
It was just an interesting course
and I don't know why.
I think just because it was so—
I could relate to it in a visual manner.
And I got
into drawing all the pictures.
I'd go to class at
night and the next day I would go home and copy all my
notes and draw pictures to everything and color 'em in.
I mean I've got this notebook that's WOW, you know?
[laughs] I just got into it.
Dee,

like Jo,

serves as an example of how one's self-

concept is closely tied to one's way of knowing.
But [after] I took this course I said, "This is it.
I'm going back to school."
I know I can get this
bachelor's degree.
I'm not stupid.
I just didn't want
to do it before.
Once I put my mind to it that was it.
What Dee does not see is that the key is not just
putting her mind to it,

as it was the opportunity the

professor gave her to learn in an environment which took
advantage of her visual,
ways of knowing.

"connected"

(Belenky et al.

1986)
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Dee gained confidence through the experience of going
back to school,

before she began her student teaching.

for several participants,

like Jo,

But

their preservice

education and the student teaching process appears to be the
place where they allowed their more confident selves to,
not dominate,

at least counter-balance,

their heads with their doubting selves.
not all,
thinking,

if

the dialogue in
For some,

though

the act of student teaching transforms their
and allows them to not only recognize,

but to

validate their preference for collaborative,
interdisciplinary,

in-depth ways of knowing in a manner

which their "skills and drills" schooling never did.

Jo's

"I learned I learned well through teaching" was not an
uncommon occurrence.

Hilary and Lee exemplify this well.

Their student teaching experience aided and abetted their
intellectual development and helped promote and even affirm
their intellectual competence.

Hilary Connor
Hilary,

twenty-five,

school background,

comes from a privileged private

but has chosen to teach English in

public city high schools with African-American and Hispanic
young women.

Like Jada,

she is also conscious of the

dichotomy between what society legitimizes as ways of
learning and what she now has come to respect as her way of
knowing.

Prior to this revelation,

she could not see

herself as a teacher because she believed that real knowing
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meant you were able to "pontificate.”

She expresses what

seems to happen to some young women's perceptions of what it
means to teach—why women,

like Jo and herself,

can't

imagine they are "smart" enough to teach.
I guess remembering English classes, which always were
my favorite classes in high school, thinking about the
teachers I liked, were the ones who could open a book
to any page, tell you to read a certain paragraph and
then they would go off on that paragraph and tell you
what the importance was.
And I always believed,
actually, in high school, that there were certain
passages of a book that were more important than
others.
And I never realized that you could take any
passage and talk about it.
So I guess pontificating to
me was. . .knowing what was relevant and knowing what
to say about it, as if there were a system.
As if
there were right and wrong things to say, or at least
clear cut things.
And I didn't realize that [good
teaching] was really where you were at the time and
really your own imagination, what your students were
interested in, all of that.
So I guess I felt
[teaching] was more like giving a speech than talking
to someone.
Having something that you already had to
know instead of being able to explore it as you're
doing it.
But I remember being fascinated by the teachers who
could teachers who could go on and on for. . .ten or
fifteen minutes talking about something and all of us
listening and taking in the knowledge.
And never
thinking of myself as being a person who could do that,
who could tell someone something for that long a period
of time.
I could talk for that long in a dialogue, but
giving a speech or imparting knowledge was something
different. . .
I didn't think that I wanted to go on and study and
teach on the college level.
I didn't see myself as a
professor.
It's funny because if I were to go on and
be a professor, I could see myself being a professor of
English more so than art history.
Somehow art history
seems like a lot of facts, memorization and a lot of
lecturing. . . Whereas English is much more of the
experience and inviting people to read for themselves
and write for themselves and experience for themselves.
And I never really saw myself as a lecturer.
Never saw
myself giving reports or presenting.
In high school I
was deathly afraid of oral presentations.
I would
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almost always get sick before I had to do one, or I
would skip school, or I would try to plead with the
teacher and weasel my way out of it by doing a report.
And in college, when people were handing out syllabi, I
would look at them to see if there were any
presentations.
And, if there were, I would probably
drop the course before I committed myself to it.
So
that's another reason why I never saw myself teaching.
Never saw myself being able to get up in front of the
crowd and pontificate.
So that's I guess how I
associated teaching.
It

is the teacher preparation program at The University

and the student-teaching process which transformed Hilary's
concept of teaching,
pedagogical
call

allowing her to understand the

importance of what Belenky,

"connected,"

or

et al.

(1986)

would

"women's ways of knowing."

I actually think [student teaching] was empowering in
my personal life.
It made me feel. . . successful.
I
felt really successful through student teaching.
And I
felt really energized.
And I felt like my life had
another purpose again.
I mean my purpose had been
being a student for so long.
In the short gap of three
years when I was out of school, I felt like I wasn't
really sure what my purpose was.
When I was back in
school in the teacher's program and master's program, I
felt very much like I had a purpose and a goal, and
that was a great feeling for me.
And I felt student
teaching was really a culmination of a few years that
were great for me, and I felt very successful.
So
personally they were. . .really a great time in my
life.
I met a lot of people.
Became very close with
people I was teaching with.
And the education
department at the university made me feel like a
colleague and an equal right from the beginning, and I
always like that.
So it felt really good. It felt
really good.

Victoria Andreski
Victoria,
few words,

a young math student teacher and a woman of

sums up this sense that several women had that

student teaching brought them to a new phase of their
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development.
teaching.

"I guess I did have a very good practice

I really enjoyed it.

I felt very productive

during the time that I was there."
It may be the feeling of worth,

the feeling of being

"productive" which equips these young women like Jo,

Gwen,

and Hilary with confidence that heretofore has been elusive.
It is this feeling of being productive during an educational
experience that generates a sense of being affirmed,
of value to the society,

feeling

becoming confident in ways of

understanding the world.

Lee Ennis
Lee,

a highly sensitive and thoughtful young woman in

her mid-twenties,

joins the group of student teachers whose

student teaching experience transformed their views of their
capabilities.

She sees even beyond the fourteen weeks to

what teaching in general will do for her.
And I see like what I've learned from teaching and
being a teacher and a learner as being an integral part
of my life always, you know, in whatever capacity that
is.
And I feel the things that I've learned through
teaching carry out through every relationship that I
have, every time I learn something new, every
experience I have.
So. . .it's a fundamental part of
me but it's not as being a classroom teacher.
There
are such limits to classroom teaching in classrooms in
schools.
I just don't always see myself being within
those constraints.
And there are, you know, I hope, I
kind of see this period as myself gaining confidence in
myself and security, and a lot of self sufficiency in
different ways.
And then being able to pursue
different dreams that maybe I wasn't quite ready to
before, or not yet now.
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The Relationship Between Student Teaching and The
Development of Self Confidence
Ultimately,

the student teaching experience is not a

total panacea for deep-seated self-doubt,
not.

gender based or

While the student teaching experience liberated

several of the participants from the burdens of their lack
of self-esteem,
thinking.

they can easily fall back into old habits of

For as Jo says, women in our culture who have

"colonized" their own minds,

come to believe their own

inferiority.

It is easy to revert to habit and constantly

need to ask:

"How am I doing?"

"Did I do all right?" as Jo

did at the close of five hours of interviews.

Excerpts from Maureen Flynn's Interviews
Maureen is a prime illustration of the complexities of
being a woman growing up in the school culture which rewards
memorization and honors "pontification" as knowledge and
brilliance.

Although Maureen,

teacher in science,

an undergraduate student

has more assurance than Jo or Elizabeth

and declared she "learned to think" during her student
teaching,

her student teaching did not liberate her from her

uncertainties about her intellectual capacities.

Always

lurking in the background of her interviews was her thinking
that she knows how she learns best,

but still insists she

can never get a grade above a B because she is not a
"natural"

learner.

subjective,

She recognizes that her holistic,

in-depth approach to learning is given short
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shrift in most classrooms,
classroom differently.

and she insists she will run a

Nonetheless,

she does not transfer

that understanding to her own self and acknowledge that
under different learning environments she too might be what
she describes as an A student.

Even though she admits that

she only began to "learn how to think" during her student
teaching through her work with Naomi,
teacher,

her cooperating

now that cognitive transformation has taken place,

she still does she not see the possibilities of becoming
that excellent student.
I had to struggle in school.
School was never really
easy for me.
I mean, I was in honors classes and stuff
but I could. . .only get a B, and it really bothered
me.
I don't know why.
I just always wanted to get the
A.
I would think I would understand the material, and
I'd go to put it on the test, and I'd it get wrong.
"What do you mean?"
I'd say.
"This is what you said
to me."
And I could say it, and I could never score on
it.
So I can understand frustrations like that and I
know that it's not always easy.
Even college wasn't
easy for me. . .If I took easier classes I wouldn't
have realized it, but I need to see it, and I need to
hear it, and I need to practice it.
I need to touch
it, and I need to talk about it.
Like Jada,

Maureen thinks of learning as exploratory.

Like Jo who says learning is not "memorization,
notes,

lecture,

about it,

or spitting things back out" but talking

meeting in small learning groups,

has to "see it,

taking

hear it,

touch it,

Maureen says she

talk about it."

Maureen says she would love to be a "student forever.
That was my initial intention.

I'm just going to be a

student forever 'cause that's something I can do
but then she counters herself by saying,

(laugh),"
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I might not be an A student, but I've learned that a B
student is what I am. . .To me an A student is somebody
that has that ability to [do] that higher thinking, and
it's natural.
It's not something they work at. . .
.It's not like I said "Oh I'm just a B student."
You
know?
I'm a good student, but I'm not that exceptional
student.
And to me. . .that's what an A is, an
exceptional student."
And I'm happy with that.
I
think it's great that there's some people that have
that natural intelligence, and I wish I did, and I'll
always try to work for it, but I have to work for it.
I'm not natural.
Nonetheless,

her student teaching had a marked effect

on her intellectual development.
. . .My cooperating teacher had a lot to do with [my
learning how to think].
I watched her and how she
would approach a problem.
Like just science problems
that we had to work out in genetics.
I'd watch how she
would sit back and think about it.
And just through
going through college and stuff like that, and just
kind of seeing how other people thought about things.
It just eventually happened and I felt like at student
teaching when I had to teach somebody how to do a
problem, that's when I learned to think on my own.
I've watched how people thought, but when I had to go
explain it, I'm like "Alright, this is how you do it."
I'm like, "Think about it you guys.
It makes sense."
And I would think about how to teach them so I learned
how to think on my own, how to come about a problem and
solve it.
What puzzles and disturbs me about Maureen is that she
recognizes the effects of the student teaching experience on
her development to think on her own,

but she does not

acknowledge its "power" over her as Hilary did.

She cannot

step into thinking of herself as a "natural" thinker.

She

cannot see the relationship between loving being a student
and being an excellent teacher.

She is still stuck in the

idea that she needs to be like a "pontificator"
teach well.

in order to
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It may be that Maureen's confusion,
interviews,

at the time of the

as to whether or not she has the ability to

teach stems from the fact that her cooperating teacher,
Maureen calls an "A thinker”,

whom

was so excellent that Maureen

does not feel adequate for the job.
I went into [teaching] not knowing, you know, if
teaching was what I really wanted to do and I came out
of it not knowing if teaching was what I really wanted
to do.
You have so many great ideas on how teaching
should be done in the classroom, and what you'd do, and
when it comes right down to it, I think I'm better as
an advice giver than as an instructor.
I don't know if
it's 'cause I feel like Naomi was. . .she's just an
amazing instructor.
I mean, she's just amazing.
You
know?
So you always compare yourself to that, and she
says, "It takes time."
And maybe it's me not realizing
that. . .it should take that much time.
I just feel
like there's some people that just have that knack.
. .From student teaching I could get along with the
kids fine.
I had a great time and I thought they were
great kids, but I didn't feel like I was the greatest
teacher.
What distresses me most in Maureen's interviews is she
*

does not ascribe any of her developmental process to gender.
I think if she tied that factor to what she has learned in
teaching it would strengthen her belief in her ability to
teach.
. . .1 never thought of it [connected to gender].
I
think that's just something that I feel like I've
learned about myself.
Because I never [allowed gender
to get in my way] in school.
I had a math teacher in
sixth grade that told me I would never be as smart as a
boy was because that's just the way genes went.
And I
said, "Oh yeah, watch me."
So that stuff—never
(laugh).
In fact I couldn't believe she told me that.
I was horrified.
I think, "You're a teacher and this
is what you're telling people?"
I just got A's in her
class.
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Even though Maureen says she did not subscribe to what
the math teacher said in sixth grade,
internalized what she said,

it may be she

and that attitude is partially

responsible for the fact she is still locked into a paradigm
which does not allow her self to conceive of herself as a
"natural” thinker.

Having had such an excellent woman

teacher as a model may have worked to discourage Maureen.
Naomi,

a "colonized" mind could reason,

the rule.

She is a superwoman.

is an exception to

That Maureen's views about

her own capabilities emerge from beliefs about the status of
women shows up in this conversation about women in science.
People say to me:
"Oh, being a woman in the science
fields, you just must have people knocking down your
door."
I'm like, "No, (Giggle) not particularly."
It
really doesn't mean a whole hill of beans (Giggle).
I
think people think it means a lot more than it does to
be a woman in sciences.
I mean you have to be a woman
in the sciences that is smarter than any man, I think,
to be recognized.
You know, they're not going to
recognize you if you're just an average female in the
sciences.
You have to be outstanding, above all the
rest of the men before they're going to acknowledge
that.
Ironically,

Maureen believes she can guide her own

students to a new place in their thinking,

but it does not

occur to her that the same thing has begun to happen to her
through the holistic learning experience of student teaching
and the wise mentorship of her cooperating teacher.
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Conclusion
More than fifty years ago,
professional women
Woolf said that the
"phantom"

in an essay directed to the

in The Women's Services League,
"wings of the angel

Virginia

in her house,"

of self-doubt and self-deprecation,

a

continually

cast a shadow across her writing page until she finally
threw an
guess

inkpot at her and killed her

is that it

(Woolf,

is the process of writing,

which allowed Woolf to at last pick up the

1942).

My

her profession,
inkpot.

Since

she went through the process of student teaching,

is

Elizabeth on the verge of picking up the inkpot?

I do not

know.

Maureen,

who has picked up the inkpot,

sure what to do with it.

Jo and Gwen have flung the

and brushed the angel's wings more than once.
Lee,

isn't quite
inkpot

Hilary and

in the process of becoming "professional" women,

have

flung the inkpot and made a fairly direct hit.
In the next chapters we will

learn about the external

social

forces which are responsible for the creation of the

"angel

in the house."

these

internal

It is the

interconnections between

stories and the following external

which demonstrate how we recycle the

"disease"

of

stories
low self¬

esteem and perpetuate the one-dimensional view of how we
know and

learn.

CHAPTER

V

THE EXPERIENCE OF BEING TREATED AS A SEX OBJECT

"I Was Fighting for Attention As a Teacher,
As Opposed to What I Looked Like."
Kara Quinlan
We move now to the external social

forces that have an

impact on the experience of these sixteen women student
teachers.

The stories

in this chapter

illustrate how the

cultural habit of viewing women as sex objects has a direct
impact on the

lives of women who are beginning their

practice of teaching.
the public sphere,
feature,

It demonstrates how when women enter

gender is considered their dominant

regardless of the mission within that particular

public arena.

Kara Quinlan
Kara,
student,

a twenty-six year old masters

plans to teach English.

She chose to student teach

at Mill City Vocational Technical School
New England textile town.

level graduate

located

She herself grew up

city just 'east of Mill City,

in a small

but left the area to attend a

liberal arts private university in New York City.
college graduation,

in an old

she traveled and taught

After

in Japan before

returning to graduate school at her home state university.
Kara was very much affected by her

immersion

into

Japanese culture during the two years she taught English as
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a second

language.

Without any guidance or coaching,

she

soaked in much learning about teaching from that experience
working with adults,

mostly male businessmen and in a

Japanese kindergarten where her students wondered at her
long red hair.

She said she often talked to the adult

students about gender differences and "I told them

it was

very difficult for me to live in Japan as a woman and the
things

I

saw were sometimes shocking.

.

.1 was glad I was an

American woman over there and not a Japanese woman."
Kara's Profile
There was one student in my class,
Roberto.

(H)e's brilliant.

very reflective and,
.very lazy.

I think,

his name was

He's a great student—very,
very creative.

He's also.

.

He sat in back and slept but he knew what was

going on-all the time.

And he would participate I'd say

maybe fifty percent of the time,
person in class,

but he was always the first

every single time.

ring and he was there;

The bell would just

he would materialize.

I didn't know

how he got up to my room so fast in the morning.
move that fast at ten of eight in the morning.

I

can't

But he was

always there and he'd always make a comment about how I
looked.

He would compliment something that I was wearing.

.Every day he'd ask,

where was my I.D?,

because we had to

wear picture ID's,

and,

silent protester,

mine.

it.

It said on my I.D.,

I never wore

student teacher.".

.

I didn't wear
"Kara Quinlan,

.I'm not exactly sure the main reason

.
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why I didn't wear it.
different ones.

There were probably a couple of

I always had it with me.

the kids,

when I heard the principal,

put

(laughing).

it on

where my I.D.

was

But,

I was

like one of

I'd run to my bag and

Roberto would always ask me

'cause he'd like to see it.

So I

showed

it to him one time and he said that he wanted to keep
And I

said,

why do you want to keep my I.D?

because he wanted a picture of me.
that off,
Oh,

the senior class.

.

seniors.

.

(chuckling)

.would come in and.

.

all the time.

incident.

.Seniors would come

juniors were leaving,

And he said

And I kind of brushed

but he'd ask for it all the time,
there was another picture

it.

This was with

into the class as my

my juniors,

and so the

.my papers would be all

over the room and it would take me like five or ten minutes
to clean up,
what I had
know,

or just to figure out where I was headed and

left and what I needed off the board.

being the organized person that I am,

stay in the class.
point.

I knew a

them at all,

.

.1 had met a

.So,

you

I would often

lot of the seniors at that

lot of them by name,

...

.

although I didn't teach

I had turned around and there were two

guys that would come over to me and talk to me and ask me
how my weekend was and what I did and things
they had a camera.
pictures

.

like that.

.This was when they were taking

for the yearbook.

Without asking or anything,

had turned around and they took two pictures of me.
wasn't angry.

And

.

I

.1

I asked them why they took a picture of me.
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I don't think that was something that they did for other
teachers.

I don't feel as

senior yearbook.

if I

should be a part of the

I didn't teach them.

I think that

it was

just something that they thought was really funny that they
took a picture of me to have.
But,
of

it

so things

in stride.

me off.

.

like that were happening.

.Those type of things didn't really piss

I wasn't angry.

I was kind of surprised because I

didn't expect this reaction as a teacher.
wouldn't happen,
of work]

but I think in another

So,

colleague],

I often told Stu,

about this;

I would hope that

[profession or

something like that could happen,

teacher.

I took most

line

but not as a

[my student teacher

we talked about it a

lot.

And,

I

was glad that I was with a male student teacher so that I
could get his perspective as well.
.He remembers being like that.

And Stu was wonderful.

He told me that when he was

in high school he grabbed a teacher's butt,
him that was
that.

But,

just unbelievable.
you know,

and.

.

he told me why guys do things

was probably they just wanted to do
laugh from everybody else.

thing too,

and he also said,

seventeen years old,
(laughing).

.

.1 told

I couldn't believe he did

that or...what might be going on in their minds.

get a

.

it for a

One reason

laugh and to

.It's kind of a

at this time,

like

status

sixteen,

you're just a big ball of hormones,

.1 understand that.

didn't really get angry.

.

.

.1 think that's why I

I did get angry with.

.

.this

so
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happened I would say almost
second floor.
the morning,

.

So they would be lined up,

a

so nobody wanted to wait outside,

smoking a cigarette.

in

.

to hang out

.So most of them were
.

inside and they
.the second

I would walk up through this throng of

.It was nice because,

lot of times

unless they were hiding and

lining the stairway that went up to.

floor.

.1 taught on the

I would walk in and the kids would be waiting

outside before the bell rang,

were

.

.and in order to get to the second floor

for the homeroom.
it was cold,

immediately.

you know,

students.

.

.

first thing in the morning I

would see faces that I recognized and students calling out
my name.

.

.1 thought that was a really nice feeling and

kind of made me ready to start the day.

But.

.

it

.the

commentstthat would linger would be the ones that were made
after I walked up.

You know,

whistles.

stand there and he would say,
and I remember thinking,
thought he said?"

.

.

"Hey,

than

.Roberto would

Babe,"

."First,

as

I walked past,

did he say what I

And as that happened a few times,

didn't want to say anything right there,
later,

.

I

but I told him

I would appreciate if you said Miss Quinlan rather

"Babe."

thought,

And he seemed to understand,

"You know,

what's the big deal?

getting all upset about?"
that I didn't even know,
like a ripple effect.

but he also
What are you

There were other students too,
and I think this might have been

That.

.

.bothered me.

into the classroom and I'd feel kind of bad,

I'd get up
you know,

like
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what's going on?

But then the class would start and I'd

feel better and I'd forget about it.
I guess these feelings really exploded.
was an

incident with a senior,

Sean,

that happened in the cafeteria.
it).

.

.It helps to round off,

.the culmination of all the

.when there

and that was the event

(I don't mind talking about
I guess,

things that had been building up.
.

.

what all these other

It really did seem like.

little things.

I was on lunch duty one day and a senior that had been,
I wouldn't say following me around,
point.

.

he always made a

.to say hello to me and he was using my first name

all the time,
me Kara.

until one day he asked me

You know,

university tutor.
senior,

but,

if he could.

And so when I

when he asked me

if

found out that he was a

it was okay,

I

said that I would

and he stopped.

also with the guy that was taking pictures.
.

was down

.1 never saw him on the stairway.

.
.

.

He was

.
.Well anyway,

I

in the cafeteria on lunch duty and I was with Al,

the student teacher in the phys ed department,
that.

.call

for a few weeks I thought he was a

rather that he didn't call me Kara,

.

.

and I

saw

.the table of junior and senior guys and my juniors

were all waving at me to come over.

That morning they had

told me that this guy Sean was planning on asking me out or
planning on asking me something
warned me.
thought,

important.

And they had

They had said to watch out for this guy,

in retrospect,

was.

.

.kind of nice of them.

which I
They
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were,

I guess,.

.

.almost protective,

because

any problems or anything with that class.
comments even.

I had very few

So they were kind of making fun of this guy.

So when I went down to the lunch room I knew,
like I

could anticipate what was happening.

right up to me and Darlene,

could speak to me alone,

I

felt,

it's

And Sean came

[my cooperating teacher],

this point was standing with me,

at

and he asked Darlene

meaning "Get out of here,

And she was stunned and said,
to Kara,

I'd never had

"No,

if he

Darlene."

whatever you have to say

you're going to have to say in front of me."

(And

she'd warned him a few times to stay away from her student
teacher.)

So he said to me,

that he was very
and.

.

.would I

with Darlene right at my side,

interested in having a relationship with me
like to go out with him sometime.

Darlene flipped,

absolutely flipped.

And

She just stood back

and kind of yelled that she couldn't believe that he had
said what he'd just said,

and she ran down to the

principal's office—immediately—a very quick reaction.
Al,

who was standing at a distance,

didn't hear exactly what

was said but he knew what was going on.
was stunned.
trouble.

.

And Sean walked away.

And

He was

laughing.

He knew he was

I

in

.Within two minutes his name was called over the

intercom to come to the office and he went and everyone was
like

"Ooooo."

The whole cafeteria,

I would say

like half,

no half of the cafeteria knew what was happening and
was

just stunned that

it had happened,

that

I.

it had just

.

.
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blown into this huge situation.

And I was also very

surprised to see Darlene's reaction.
quickly.

.

.1 don't think that she

begin with.
anyway.

I

liked him too much to

She had a few problems with him in her class

But,

frustrating.
male,

She reacted very

I remember when Darlene was gone,
Two teachers,

and this

I don't know what they thought,

two men came over to me and said

"What just happened?"

explained and then they said "Oh Darlene was angry"

they said "Oh I think she's.

.

.kind of over-reacting

ask me" which is what one of the men said.

And.

said

And I

"She's probably,

is

she's just jealous."

.

and
if you

.then he
said.

.

.1

felt that it had absolutely nothing to do with jealousy.
And you know what went through my mind at that point was.
.that

is

like a stereotypical male reaction.

believe he just said that.
little bit and said "So,
was almost
mouth.

.

I

.

can't

And then he kind of elbowed me a

what'd you say?"

And,

I mean

it

like a movie with these things coming out of his

.1 can laugh about

shocked then.
only for the.

it now.

But that incident,
.

I was still pretty

it was

interesting not

.event of a student asking a teacher out,

but also the reactions between male and female teachers over
what happened.
The principal spoke to me a
cafeteria

incident]

and he.

.

few days

later about

.took me aside.

[the

I was on my

break one day and he came over and sat down next to me.
was there too.

.

.[The principal]

Stu

said that he had spoken to
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Sean and he'd told him that my certification was at risk.
And that was something that I had never even thought about,
but he was probably right.

This could have been turned

a teacher seducing a student,
I guess?

Well,

into

and who would people believe,

he was saying that this could very easily

have been turned around and I could lose my chance of
getting certified because of an incident like that.
student had accused me of

like leading him on or something.

I'm saying it more directly.
didn't think about.
that could be

And that was something I

But I suppose that from the outside

inferred.

me of anything,

If a

I didn't feel

like he was accusing

but I think he was trying to tell me to be

careful and never.

.

.not to go too close to that line.

.

.

I was wondering if afterwards I should have been offended or
not,

because I think I was very careful about.

relationships,

especially with male students.

what his reason was,
pretty clear.

that was my guess.

The principal

says what he's thinking.

Oh,

.

.

I'm not sure
I

think he was

is just a very direct man.

He

There's no mistaking what he says,

although I wonder sometimes what is the rationale behind it.
I think he probably worried that something might happen
again.

He had trouble in the past with a student teacher

and he had to ask that teacher to leave.
she had gotten too close to the students.
them over to her house after school hours

.

.It was because
She was having
for tutoring.

said that he was sure that her intentions were good,

but

He
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that

line had been crossed.

through that

in the past,

I think,

because he had been

that he was worried that something

like that would happen again.
Yes,

[there were times when I wished I was not

attractive,]

but.

.

.that's hard.

was going to be a problem,

.

[students]

.it was a shock.

So,

I think

were kind of coming head to head

you know I was fighting for attention as a teacher as

opposed to what I
I

.

.when things were really important to me and I

could see that
with,

it

because I've never seen myself

the way some of kids saw me.
at times.

I never thought that

looked like.

.

.that's when I wished that

looked different or I was a man.

.

.1 guess when.

problem of getting attention as the teacher,
getting attention because of what I

looked

.

.the

as opposed to

like,

and I

could

see that sometimes they weren't paying attention to me,
weren't listening to me.

.

.1 don't mean to

want them to listen to me all the time.

.

imply that I

.There are times

when I want to get something across and wondered
a problem.
that,

So yeah,

if that was

there were some times that I wished

not all the time though.

were always wishing that I

I think.

.

.that.

.

.if

I

looked different or even that I

were male rather than female,
good for me,

they

I think that wouldn't.

for my self-confidence as a teacher.

.

.be

You know,

I think you have to like who you are and be comfortable with
who you are
themselves.

in order to make students
So,

I think

it's

feel comfortable with

like any relationship,

you
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have to be happy.

I'm not saying that you've always got to

be up or anything,

but I do think that you do.

pretty comfortable.
I

.have to be

.with who you are.

often wondered if other women think about their

gender
know,

.

.

in teaching as much as I do.

.

.At this point,

having been through student teaching,

being a woman student,

I'm beginning to at least formulate some
what seems to be happening to me,

is something

but I

feel that

ideas about

but I think

probably one of the issues in teaching.
concerns me.

I would say that

being a woman teacher

that I guess I'm still finding enigmatic,

.

you

it,

it's still

.that most

And I don't necessarily mean worries me or

stresses me out,

but just something that I

thinking about a

lot.

feel that I'm

You know I also wonder

is this

something that's very relevant to me now because I'm
beginning teaching and everything else

is so new,

or

is this

an issue that I guess five or ten years down the road,

will

this be something that I'm very comfortable with and I will
get.

.

.more comfortable with my ideas.

not comfortable with how I
when I've flip-flopped

feel.

But right now I'm

You know there's sometimes

[in my thinking about this].

.

.1

feel strongly connected to the issue but I'm not sure how.
[Furthermore],
issue,

and I guess that's why I talk to.

friends about this,
to say,

I often wonder how men feel about this
.

.a

few of my male

because I do want to hear what they have

although sometimes

it gets me upset,

but

I wonder,
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you know,

how male teachers are all taking this

know I've seen and heard different reactions.

in.
And

You
it's

really interesting because none of them really jive with my
reactions.
as,

.

.1 remember mentioning that I used Stu a

I guess as a thermometer,

lot

and he was always very honest.

And you know some of the troubles that I was having at the
beginning and I didn't know how to deal with some of the
students

looking at me in a different way,

teacher,

and him saying.

point and I remember,

.

not only as a

.1 asked him for advice at one

I think the advice he gave was to just

explain that they shouldn't be acting that way because of my
role as a teacher,
things

but he also said that I

should expect

like that because basically that's how guys are,

I remember being a little frustrated at that.

.

and

.He was very

sincere,

but my reaction was—that's not how it should be

though.

I guess I

treatment and,
[as Stu did].
about it,

felt that I

Drew,
.

shouldn't have to accept

Stu's cooperating teacher,

.with the Sean incident.

actually he did say this to me,

Darlene before that I would just have to
things

like that,

And again,

John,

When he heard
but he had told
learn to deal with

And she seemed to be angry with

it was the same type of

understand what he's saying,
my friend,

also reacted

and that was a very different reaction

than Darlene had shown.
that.

ill-

.

.

.also.

he can't understand how I

feeling that,

but that's not how I
.

feel,

I
and

.he says to me sometimes that

feel.

.

.1 think that's also
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interesting.
people,

How are we,

I guess as women,

let

and I mean people meaning other men and women that

aren't fully cognizant.

.

.of what's going on,

before people that are not well-trained.
to

going to

let people know,

.

or,

as

I

said

.How are we going

if some men resist it by saying they

just can't understand?

And maybe that's a valid response,

you know?
Analysis of Kara's Profile
Kara enters student teaching aware that she had to
careful"

"be

of her personal relationships with male students;

she did not begin teaching with a totally naive attitude.
Nonetheless,

she did not think she would be exposed to

sexual harassment in the school workplace.
student teaching,
her

the serious English teacher;

cafeteria

during her

she came to realize that the students saw

in ways she does not think of herself.

"girl."

Yet,

On several occasions
incident,

Her

image was of

they saw her as pretty,
in this profile,

Kara reports

including the

incidents where she skates

to the edge of being able to say with assurance:
no reason to put up with this male behavior
whistled at on the stairwell

young

is

[such as being

in the morning].

But she pulls back from the edge,

"There

It

is wrong."

equivocating or trying

desperately to give the benefit of the doubt,

trying to hear

Stu's words,

and the

his cooperating teacher's words,

principal's words:
"Boys will be boys."

"You will have to get used to this."
"Be careful;

don't go over the

line."
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It is critical to think of Kara's stories in the
context of the prior chapter on doubting and knowing.
knows what she does not know;

she knows the men in that

cafeteria scene,

not just Sean,

valid response,

all of them,

Kara

did not have a

but she is still unsure that that is the

right position to for her to take.

Kara's personal struggle

with the incidents she has experienced now extends even
further into the public realm which belongs to the men:
men on duty in the cafeteria,
not Kara or Darlene.

the principal,

Stu,

the

and Drew,

In a world where knowledge grows out

of men's rendition of what truth is,

it is difficult for a

young woman to acknowledge a position publicly,

much less

act on it publicly.
The most disturbing revelation in the story,

the one

that intersects with the private life of Kara and the public
life of teacher education,

is Kara's description of how

these hallway and classroom incidents were making her feel
uncomfortable and not confident in herself,

at the very time

she should be gaining confidence in order to develop as a
teacher.

That lack of confidence springs out of a part of

herself over which she has no control;

she is a woman.

It

is no wonder she wonders if other women think about being a
woman in teaching as much as she does.
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Other Participants Who Experience Being
Treated As a Sex Object
That Kara's experience is not unique is well documented
in Lee and Gwen's stories which are much abbreviated,

but no

less poignant.
Excerpts from Lee Ennis'
Lee,

Interviews

in her mid-twenties,

is the daughter of a

schoolteacher and an international business man.

Because

Lee lived much of her junior and senior high school years
Hong Kong and Japan,
thinking.

She sees

in

Asian culture has shaped much of her
in Japanese women's

literature the

values she wants to espouse.
[There's a lot] of silence.
A lot of taking things in,
observing things and then the ruptures are usually
complete. . .My favorite book is called The Waiting
Years.
And it's about this woman who watches, she gets
married and her husband is nice to her for a couple of
years.
But then he takes on concubines and has this
big house.
And she's basically the housekeeper
although she has the title of being his wife.
And she
has to do such duties as interview his potential
mistresses. . .She's just degraded in lots of different
ways.
And she lives with these women who are much
younger than she and who are sleeping with her husband.
She has no relationship with her husband.
Throughout
the entire thing she never says like "I'm not happy
with this" or "What are you doing?"
She never
complains in any way. And then at the end she's dying
and her husband is overcome, very conveniently, with
this tremendous amount of guilt and remorse, and says
"Oh my gosh, I haven't recognized your beauty all these
years.
Let me make it up to you.
I'll give you the
biggest most splendid funeral ever."
And she's like
"No."
And the only time you hear her in any way speak
resistance to her husband, "No, you treat me the way
you've always treated me.
I want you to dump my body
in the waters of Shinegawa" which is a polluted old
port.
And like he's taken aback.
He's never heard his
wife.
At that moment he realizes that all these years
she hasn't been silent and dumb. . .

Lee,

like Kara,

presence"

refers to a strong sense of

"male

in the hallways of the city high school where she

taught.
I feel more challenged by boys than by girls. I
definitely have a different way of interacting.
I see
the students as gendered, definitely. . .this has more
to do with walking through the hallways. . .than being
in my classes.
But just feeling so much male presence
and. . .overhearing comments about. . .my body and
things like that. . .No, they wouldn't be students that
I had in my class.
But there'd be students that I knew
from going to [another student teacher's] class. . .The
word pussy (was) used a lot. . .Or just being. . .
whistled to or being told I'm hot, or things that, you
know, just reduced me to a thing or. . .asked out like
"Come down to my place after school.". . .as the
semester went on that got less and less.
But that was
a strong memory from the beginning of the semester.
And I think those things bring on a lot of shame.
You
know they don't make you feel proud about yourself.
They don't make you feel that you're a good thinker.
They don't make you feel like you're going to command
respect.
They just make you feel slimy.
And, it's
such a reversal of the traditional student/teacher
relationship in which the teacher is supposedly in
control and the student is not.
It's definitely like,
if someone's hollering at your body, they're in control
and you're not because you don't want them to do that
and they're doing it, you know. . .My way of coping
with that was to completely ignore it.
You know I
certainly didn't stop, well actually a couple of times
I did, but that was later on in the semester.
And that
was only when I knew that I could win in the situation.
So if I ever felt scared about it or something, I just
tried to ignore it all the time. . .And that was not
comfortable. . .1 wasn't really scared like scared for
my physical safety, but I was scared in terms of okay,
if this is how I'm viewed in the hallway, how am I
viewed when I'm standing in front of the class?
Excerpts

from Gwen Kalev's

Gwen,

Interviews

whom we met in Chapter IV,

tells her story about

a group of male students at Hillside City High School.

The

incident occurred in her English classroom while she and the
students were working with Shakespeare's

"Hamlet."
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There's three or four (guys who) all sit in the back
corner, and I've messed around with them, moving them
around the room. It's worked from time to time.
I
also, I know that they like being together and they
actually do sit back there and talk about the play.

[But finally one day]. . .1 said,"Guys, save it for
afterwards" or "Save it till lunch."
It was Friday.
"Or save it till tomorrow.
You can talk about it all
day tomorrow.
You know what you need to do in here.
And I've got thirty-five people.
If people want to
hear what we're talking about, we want to show some
respect to the person who's talking.
I can't have this
conversation going on right now.
And if you feel like
you're unable to cooperate and do what we need to have
happen in here, for this to be a class that's working
and we're showing respect, then we're going to have to
find another arrangement for you."
As soon as I
finished the sentence one of the kids came out with
some kind of comment which I didn't even hear, but it
was. . .obvious that he was just testing me right then
and there, and I kicked him out.
And then, a few
minutes later, Travis made his comment.
It was about
thirty seconds to go. . .He raised his hand and said
"Excuse me.
There's one thing I'm confused about, Ms.
Kaley.
Can you clarify it?
Ms. Kaley.
Are you
engaging in premarital sex?"
. . .1 just tried to stay as level as I could.
I mean
he did push my button.
I just tried to have no anger
in my voice and came back with "Travis, you're very
well aware that that's an inappropriate thing to say.
We don't need to play games."
And I thought about it
afterwards and did write him up.
And it turned out
that he already had a 2:00 appointment [laughs]
downstairs with his mother, who was coming in with two
other teachers where he was doing the same kind of
thing.
So I was kind of glad that I did.
It was just
one more thing they could talk about. . .
He came back in, and he was like a scared little mouse
because he was told that if he ever does it again that
I am to simply send him directly down to the office.
And then he started testing again, just tiny tiny
little—pushing it.
Like making comments to neighbors.
And I looked at him, and just gave him a look and said
like "Travis, you know. We're not going to play with
this."
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Analysis of Lee and Gwen's Interview Excerpts
What we can note in Lee and in Gwen's response to this
incident is the residue of feelings not unlike Kara's
reaction to the incidents in the hallways.
"shameful," and "ineffective,"
as teachers.
God,

Gwen says,

They felt

"slimy," not taken seriously

"And afterwards I just was like,

oh

what's the matter with me that they feel they have to

do this?"

You know,

you go through the training at The

University and they keep saying,

"You're only going to have

discipline problems if you are not able to engage them as a
teacher."

While I have been one to say just what Gwen

states here,

I have come to be much more thoughtful about

the possible gender origins of behavior like Travis's.

It

will not be helpful for women to continually be looking for
the cause in themselves when its roots trace back to sexist
attitudes.

Even though Gwen,

like Lee and Kara,

is one of

the more "feminist-thinking" participants in the study,
still does not attribute Travis'
thinking,

she

action to ingrained sexist

but she either blames herself or looks to other

sociological factors to explain the behavior.

She says:

But at the same time, kids are going through hell, you
know, and they're carrying all these issues into the
classroom, and you have to be a magician to be able to
strike just the right chord with all thirty-five of
them at once. . .
In regard to the Travis incident,

Gwen is ever optimistic:

And suddenly today,. . .he had an assignment that
everyone was counting on him for.
And I said "I have
confidence Travis that you will do this, because
everyone is counting on you for it."
He came in and he
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was so proud.
"Look, look, I did it, Ms. Kaley!"
[laughs]
And he was just so warm.
It was really
great.
Finally she says:
It seems like the pattern has been that the ones that
get aggressive, the ones that have pushed me, they've
pushed to the point where they see that they have
actually struck.
They have actually pushed my button.
They have actually hurt me.
I am a human being. I do
feel.
And then they feel bad.
And then they come
around.
And it's just always just at the point where I
think, oh God, I'm going to lose them.
They're gone.
They're out of my control.
Suddenly total personality
shift and they're working with me.
Is it possible that much of the energy and work that
the woman student teacher,

and later,

woman teacher,

exert

is directed toward finding ways to compensate for sexist
attitudes that get in the way of learning in the classroom?
Is it also possible that student teachers expend energy and
effort in controlling anger over being treated as sex
objects in the school setting?
women,

Kara,

Lee,

I am struck by how all three

and Gwen consciously work to respond

without becoming angry, without overreacting.
the expense of their self-esteem.
business teacher,

Teresa,

.

.possibly at

a prospective

student teaching during her undergraduate

senior year at Mill City High School,

experienced an

incident where she interpreted a male student's treatment of
her as if she were a "date" or a "girlfriend."

She tries to

handle it "neutrally," withholding her anger.
I'm teaching.
[One of my students] came up and. . .put
his arm around me.
[I am only] five feet, so he had
significant height (six and half feet). . .1 knew that
for me that was. . .a boundary that he overstepped.
Out of the blue, I don't like to just be touched by
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anyone. . .It's not an experience that you're familiar
with.
What I tended to do was to try to get out of the
situation in the most neutral way. . .One of my
objectives was to get him to remove his hand, and the
second objective was to let him know that wasn't
allowed, but not to embarrass him in front of other
people.
'Cause you got to remember I'm up in front of
the room at this point. . ."Phil, take your hand off of
me.
That's not allowed and furthermore I'm giving
directions and you should not be walking up in front of
the class. . .when I'm giving directions. . .Take a
seat.
Afterwards,
react.

Teresa,

like Lee,

was confused about how to

Consequently she sought out a conversation with her

cooperating teacher or another student teacher friend,
order to learn," she says.

Not so of Jada,

social studies student teacher,

"in

a dramatic young

who found herself in an

incident where a male student crossed her personal boundary.
She seems more sure.

She did not need to seek counsel.

There was one time I felt uncomfortable being a female
student teacher. . .you know like one of the students
when. . .one of the African-American students. . .He
was Muslim and he did a really good job on an oral
presentation of Marcus Garvey. . .He was also very good
at rapping, which I was told.
And so, anyway, you know
I'm talking to him in the cafeteria and he came up and
he goes "Miss Davis, you know I really like you" and he
put his arm around me and I was trying to get out,
like, that was the first time I'd. . ."Over there
honey, thank you I appreciate that," but I found myself
thinking about that a lot, like why was I so flustered
about it.
But my boundaries, I wouldn't have reacted
that way if something in my body or something in my
mind hadn't felt the need to act like that.
I just
felt like that was not okay.
I definitely didn't want
to have that type of relationship.
In the next excerpt from Jada,

however,

she admits she

would like to be able to be more familiar with students,
reflecting the dilemma for the female teacher.
too caring,

it can be misinterpreted.

If she acts

Student teaching
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seems to require devoting time to constructing those
boundaries.
And even though I don't consider myself a very touchyfeely person, it was really hard for me not to touch
students and sometimes an occasional tap on the
shoulder or hand or something, but it was really
interesting because after the last day I mean they were
hugging me, I mean I didn't even have a chance to say
don't and I mean I wasn't going to stop that.

Jackie Higgins-Roberts' Response to Kara's Being Treated
Like a Sex Object
Finally,

remembering that Kara's story led us to the

ideas in this chapter,

let me close this chapter by drawing

on Jackie's honesty and confusion.
same school as Kara,

who taught in the

was an ardent feminist.

graduation from college,
.

Jackie,

After

she worked as a liberal activist on

the Washington scene working with people such as Jesse
Jackson,

George McGovern,

and Betty Friedan.

Gloria Steinem,

Barbara Ehrenreich

She is a woman whose teaching agenda is

directed to bringing about change and she happened to teach
in the same school as Kara.

What follows are two different

sections of Jackie's interview,
someone,

on one level,

which demonstrate how

can believe in gender equity at a

high level of abstraction,

and,

at another level,

believe

only on the plane at which her own development allows.
First,

Jackie is talking about how change in gender

relations may take place and,

secondly,

Jackie describes her

intellectual and emotional struggle with Kara's story,
had unfolded for her.

as it
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. . .1 think a lot of it is just a matter of time, of
people, boys and girls, seeing women in roles where
they are smart and capable and interesting and
likeable. . .all at the same time.
So you don't think
of them as women. . .but I think women are definitely
seen as, well I don't know if women are seen as women.
Because it's interesting you know. . .once you get to
an older role among younger people,. . .you sort of
lose your gender.
I'm sort of contradicting what I
said before, but when (students) are talking about
gender issues in the classroom, they don't think of the
teacher as being one gender or another, until you bring
it up, until you say, "Hey I was a girl.
And what you
just said hurts me". . .or whatever, or has an impact
on me because I was a girl.
And you were saying that
about me. . .what I was.
This struggle took place in my presence at the
conclusion of Jackie's

last interview.

and turns her thinking takes;
ends up.

It

Notice the twists

notice especially where she

is something like her thinking process which

must happen before the changes can occur
that women experience can occur.

in the conditions

Jackie says:

I've thought about [Kara's incident in the cafeteria] a
lot and I talked with her a little bit about it.
You
know Kara was very cute and young and has long red
hair, and dimples and she always dressed real well.
When I was an undergrad I was much more conscious of my
looks and how I dressed and everything else than I am
now, which I like not having to be a lot.
But anyway.
So it was great.
It was a really good experience.
I
learned a lot from [talking with her about] her
experiences and her talking to me about everything
else. . .1 got angry about it, and I just felt like she
was putting herself out there as. . .1 don't really
know.
I don't even have the words. . .like a cute
young female. . .as an attractive, appealing female as
opposed to an authoritative female or, as a female as
expert.
Female as expert English teacher, female as a
literature expert. . .1 mean it wasn't like she was
even trying to. . .It wasn't like she was trying to be
cute to the students.
She wasn't trying to be cute for
them.
And I don't know how conscious of it she was or
not.
I guess I think when I was younger and I did the
same thing I thought it was fine.
I knew what I was
doing and I thought it was fine and I was sort of using
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whatever it was I had.
And now that I'm older—and I
mean this is like so, this is so deep you know, and
like there are so many layers there.
I mean like when
I was younger and I always wore my hair. . .longer
mostly. . .1 never wore glasses, I always wore my
contacts I always dressed really nicely all the time.
I really cared about how I looked and my clothes and I
wore makeup and just everything.
I was very focused on
the surface, on the outside, on my looks, and
everything else and that's how I put myself out there a
lot.
And also. . .1 definitely. . .knew I was very
intelligent, but that's, when I worked in Washington. .
.and in graduate school. . .More than anything, a
function of my socialization. . .1 don't know if it's
that I didn't know any better. . .1 grew up with four
sisters and they're very concerned about their looks
and about boys, about nails.
Which I wasn't.
..I was
much more interested in school. . .1 cared a lot about
my looks.
Then I was all those. . .anorectic, and
bulimic and all those things and always on a diet, just
all those bad things. . .all those unhealthy things.
They come with being female, and all that focus that
society puts on girls and women, on the outside of us:
their hair, their face, and their bodies and their
clothes, and nothing to do with their insides, their
hearts and their feelings, and the thoughts and their
minds.
Our society is just so, just. . .what's the
word that I was going to say, we're not _, it's
like, we're just, it's so intense I feel like it's
really, really, really intense and that boys and girls
and men and women are treated really. . .and it's so
subtle and it's so comprehensive and it just comes
across constantly everywhere you go. . .everywhere.
Anyway.
So that's what I'm saying.
It's just all
these things are coming to my mind, like magazines, and
mast heads of articles of scholarly journals all being
male, and all those things in our society, and all the
Congress being predominantly male and the president
always having been male and teachers being male and all
these people with credibility being men.
And gorgeous
women with ugly men.
And all because they're men with
power and, whatever way, they're famous, they're
celebrities, they're rock stars, they're brilliant,
they're politicians, or whatever. . .So I was like that
myself.
And then I don't know what happened.
I don't
know if it's that, I probably. . .just my own growth, I
mean I think I wanted to. . .All right, cause I do feel
that it's real important to talk about being female
too.
And what their experience is like.
I'm trying to
think, how can I say this?
What does that represent?
Well, you know, I think I'll just say it and I'm not
going to worry about how it comes out. . .Okay. . .1
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was kind of mad at Kara.
(It was) complicated.
But I
think basically, she had a problem with a boy who. . .
asked her out on a dare,. . .she was upset about it
and. . .she talked about it with me for a while, 'cause
she knew I'm like Miss Feminist whatever, I'm coming on
strong as usual. . .1 felt like, I don't know how to
say this, I don't know how to say this at all.
I guess
I'll just say it.
I feel like she was bringing it on
herself to a degree.
But I don't think that, I mean
that's where I get so confused because I don't think, I
mean I'm blaming the victim, you know I'm definitely
blaming the victim.
It's like, oh a woman wears a
mini-skirt and so she deserves to be raped, right?
Course not, a woman can wear whatever she wants.
But I
guess I did feel like Kara was putting, I don't know, I
don't know, I mean I guess if she just had this, I
don't know if she was, she wasn't putting herself out
there to her students, but she was just sort of putting
herself out there, and that's such a big. . .doesn't
mean anything,. . .like she was just sort of projecting
this. . .young, female sexual kind of energy or what.
I don't know, but it was like, I don't know, I don't
know. . .1 guess I was sort of torn because it's like,
oh, oh, right, cause there's another piece about it
where my students were talking about her and they were
talking about, a couple of them were talking about how
much they would like to sleep with her.
But they
didn't say that in such genteel terms.
They get
graphic and whatever else,. . .and they're going into
it and I'm just going. . .this was in my classroom.
Now, come to think of it, I don't even remember who it
was. . .Because I had one of my students who had such a
crush on her. . .1 don't know if it was crush, he just
liked her. But I guess, cause it's all so complicated.
. .then I was very aware that I was not the young
attractive female that Kara was and I think I probably
felt that made me feel a little confused. . .1 resented
it a little bit. . .How come they think she's so cute?
Aren't I cute?
Except I wasn't thinking that.
I think
I was just more mad that they were seeing her that way,
and I guess I would like to have observed her too in a
class, but I have no idea how she comes across. . .1
hadn't, and still have no idea how she comes across as
a teacher.
Does she come across as authoritative and
competent and whatever else?
Or does. . .because in my
experiences with interactions, I just think, I think of
dimples when I think of Kara.
You know I just think of
dimples, you know those cute dimples, that she has that
she always shows and has a nice smile and everything
else and anyway.
I'm not being coherent at all because
that was just, I was very cognizant of that being a
gender issue and. . .for me and for her. . .and I was
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grappling with and thinking, just what I'm thinking,
like, just what I'm saying right now. . .can't she,
isn't it okay for her to be whoever she's being, as I
was saying way long ago, when I was younger.
All right.
Okay.
I was the same way (as Kara). . .And
I wasn't a bad person.
I was smart and everything else
and I don't think I wanted to be seen that way.
I
think I did and I didn't at the same time, if that's
possible, and I'm sure it is.
I wanted to be seen as
attractive and sexually appealing and whatever else. .
. and, I wanted to be taken seriously and that's
probably how Kara was too.

Conclusion
At another juncture in the interview,
and passionately claims:
Totally,

totally,

classroom.

.

totally.

Jackie so wisely

"Females are prejudged.
.

.

.

.there is sexism in the

.our whole society.

.

.It is so pervasive,

but

it's there big time in the schools and it's really scary.
had a hard time a lot of times,

a lot times.

.

." Not only

did she have a "hard time" being the object of prejudgment,
but she also had a "hard time" learning not to prejudge
others.

Jackie's honest and emotional responses give us

some sense of contradictions and complexities residing even
in the most "open-minded" of us.
Jackie,

How many of us,

like

grapple with these contradictions and complexities?

How many of us have learned to believe in the very myths
that demean us?
The two chapters that follow continue to demonstrate
the intricacies of gender issues in the school,
Kara's story is not just an aberration,

and how

but it is just one

form of many other stories that can be told about the

I

patriarchal attitudes and behavior of the total school
culture—in the hallways,

the teachers'

lounge,

department offices and even the classrooms.

the

CHAPTER

VI

THE EXPERIENCE OF DISCIPLINING

"They Want You To Be Soft in Certain Ways and
Hard in Others"
Dee Polanski
On the surface,

this is a chapter about the experience

female student teachers have with males who pose discipline
problems in the classroom.

These discipline problems form

another tier of male student behavior,

distinctive from the

blatantly sexist stories in the previous chapter.
Nonetheless,

I suspect they derive from similar roots.

at a deeper level,

So

the intent of this chapter is to show how

the interview data presented here supports the idea that a
school's patriarchal atmosphere breeds sexism and a belief
that hierarchal power relationships are necessary to keep
social control.

This is one of the significant factors

behind the prevalence and the persistence of discipline
problems in public secondary schools.

Consequently,

growing

out of this research is the thesis that women teachers,
socialized in our culture to be the nurturers,
in an impossible dilemma:

are trapped

they are expected to be caring

and compassionate in a culture that shows disdain in
institutional settings for anyone who can not be "tough" and
"in charge."

It appears,

women teachers "know,

from the interviews,

but they don't know"

that novice

(Brown and
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Gilligan,

1992),

the nature of this quandary.

One of the

perceptions expressed almost across the board by the women
in the

interviews was that males cause more discipline

problems

for women teachers than for male teachers.

one hand,

the participants'

social phenomenon,

On the

intuition tells them of this

but their "intellect" warns them that

their shortcomings as teachers stem from discipline
I

selected Dee's story to head this chapter.

me to point out that,

issues.
It allows

while I think gender is one of

several

factors that could be at the root of discipline problems
with male members of the class,
women teachers,

mentioned by so many of the

it is difficult to isolate

it from other

elements that intertwine.

Dee Polanski
Dee

is an admitted non-stop talker whose

transcripts are among the
humor and reflection,

lengthiest,

but funniest.

With

she tells stories of Catholic school,

straight-laced parents and the
daughter:

interview

skipping school,

rebellious adolescent

hitch-hiking and smoking

marijuana.
She

is an undergraduate who

is completing a non-

traditional degree program at Berkshire College For Women
and is

finishing her student teaching.

support of her significant other,

Ty.

She enjoys the full
Two of her paintings

about how "light falls on objects" hang in her
Two of her horses hang out

living room.

in the barn out behind the house.
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Dee Polanski's Profile
.

.

.1 came in the

present to

(art)

[the art students].

present the project to them.
asked them a few times,
stop doing that,

it.

(He)

times.
angry.

.

.1

I tried to make

"Yup",

(he)

said "Okay,

smiled at me with a
(He)

talking.
that's

said "Move your seat."

it quick so I

"Could you please

"Sure sure sure."

kept joking around,

Finally I

I needed it quiet so I could

especially Ron,

please?"

cocky little smile.

room and I had a few things to

continued to do

I asked him several

it."

I

started getting

"Nope."

(He)

totally

refused.

And I'd never seen them refuse my cooperating

teacher.

This time they're refusing me.

to do.

I didn't know what

I asked him to move again and he wouldn't.

And what do you think would happen then?
later that what I

I

should have done at that point was

immediately call down to the office.

This was

insubordination.

He was disrupting the class.

getting my goat.

Instead I did the wrong thing,

learning,

and I was

him in an argument.

learning at the time.

[I

She doesn't care.

I guess

said]

I think we can call your parents
go ahead.

but I'm
I

And he ended up calling me.

.(Dee does not provide the word).

"Oh yeah,

He was

engaged

I didn't mean to but that's exactly

what ended up happening.

"Well,

found out

Call my parents.

something

.
like

in on this one."

She's not gonna come.

You think she's gonna

come?

You think

180
she's gonna come to school?

She's not gonna come to school

for you.”
Finally I

said "Sit down now and shut up."

I mean I've seen teachers do that before.
teachers use worse language.
you're a racist."
"Look,

.

I got mad.

I've seen

.And he said to me

"Oh,

And at that point I got mad and I

said

that's a bunch of bullshit," which I probably

shouldn't have said,
say worse.

and I've heard teachers

And of course that backfired because then

other students]
swore.

but I did say,

Ooo.

.

made a big deal about
."

it.

all this kind of stuff.

"Ooo,

[the

teacher

I tried to

let

that pass.
And so at that point I had a substitute
with me.

in the room

That was kind of hard to have him there too

because I really had the authority but yet he had to be
there because of the.
says

.

.policy of the city school

system

if you're a student teacher and your cooperating

teacher is out they still have to hire a substitute.

.

finally I had the sub take Ron downstairs to Mr.

L.,

who was

the assistant principal.

kind of

very embarrassed,

that I

refused to move his seat,
and

learn.

was upset.

And I

found out later,

should have
I

immediately when he

should have done that.

I didn't know at that time.
I'd never had such total

.So

I was

You

live

flustered.

I

insubordination before.

And those kids got the better of me,

and I was

situation I didn't know what to do.

I

in a

literally cried.

.

.
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You know the very next thing he did,
was that class,

when next period

what he did was he started up right away.

Right away he walked into the room,

first of all

bugging me about going to the bathroom.

Now they're not

supposed to go the bathroom during class.
them passes and we let them go.

I

started

Sometimes we give

felt that there was no

way I was going to do anything for this kid right now until
I

felt that I had control again,

the right thing to do.

'cause that,

So I

it.

said

have a pass.
go,

"No,

you sit down and I'll see

You gotta

and I had a

let me go,"

bugging,

I said "No,

just sit down and wait a

Finally I turned around to say something else to

to my face.

I

said "That's

it.

not telling a teacher to shut up.

"Oh just shut up"

You're outta here.
That's

it."

could feel my blood pressure going up.

getting all upset again.
cry.

(he said),

"I gotta

lot of kids around my desk asking me

him and he looked at me and he went

again I

if you can

First you sit down and get to work."

for other things.
minute."

so now I was trying to

This was my thinking at the time.

I gotta go.

bugging me,

was

That I had to establish authority.

I had lost some ground the other day,
make up for

I thought,

right
You're

I mean once
I was

And you can't let the kids

see you

But there are days when it just gets crazy.
.

.

.thank God I didn't cry.

sure I was at the edge.
was very very upset.

I held it

inside.

I'm

I'm sure the kids could see that I

And I was told

later by other teachers
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"Thank God you didn't,
they got you."
gotcha.

because if you did,

Kids can be very mean.

then they'd know

They know they

The kids want to see a strong teacher.

They want

you to be soft in certain ways but strong in others.
called right down.

This time I knew what to do.

right down to the office and I
the office,

again because he got
Ron had been.
teachers

.

.in a

called

said I'm sending Ron.

and I threw him out.

got academic suspension,

I

So I

Basically,

.

.to

after that,

he

and I never had to deal with him

it for a couple of months.

Apparently

lot of trouble before with other

in other classes.

He was known for this type of

disruptive behavior.
Analysis of Dee's Profile
Dee,

herself,

never assigns sexist attitudes as a

reason for Ron's behavior.

Even so,

Dee

is one of the

participants who did not see gender as an important force
determining her daily life as a student teacher,
who sit at the

though men

local coffee shop with her and complain about

schools and taxes get her dander up.
extent I agree,

in

Instead,

she blames herself and her

experience for the confrontation with Ron.

and to some

lack of
In addition,

there are at least five other contributing factors to the
clash with Ron.

Careful reading of her

it could have been her "inferior"

interviews reveals

status as a student

teacher that Ron was taking advantage of,

since Dee had not

seen Ron behave this way toward her cooperating teacher.
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Secondly,

the presence of the substitute accentuated her

subservient status
Ron,

like Travis

premarital

sex),

in the eyes of the students.

in Gwen's story
apparently had a

misbehavior in the school.
Dee says,

(who asked if she had had
long history of

Many of these

"disrupters,"

Furthermore,

she was teaching in

a room that was not designed for an art class;

it caused her

logistical problems which can easily spawn discipline

problems.
that

as

have family backgrounds which prepare them for

rebellion and resistance.

great

In addition

Finally,

it could most definitely be a race

lies at the heart of the conflict,

African-American,

since Ron,

issue

an

alludes to that in the confrontation.

Nevertheless,

it strikes me,

gender issues

in our culture,

given the pervasiveness of
and given the

testimony of the women in this study
participants who told of

intuitive

(most of the

"chronic disruptors" wondered aloud

to what extent this phenomenon had to do with the fact they
were young females),
men's behavior lies
steeped

that the root of many of these young
in the fact that they are not just

in the attitudes of racism and the demeaning nature

of their own lives,

but also in the attitudes promoted by

sexism and the hierarchal organization of the school
community.

Other Participants Who Experience Having to Discipline
You can spot the

"distractor-detractor"

stories

in the

interviews by the first sentence the storyteller uses:

"

I
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would say Brett was my most difficult student."

"Did I tell

you about the guy who yelled at me in the computer
the second day?"
boys.

lab

[on]

"I had two students and they were both

And when one of them was absent,

the other one was

great."
What follows

is a series of these

"chronic distractor"

tales to demonstrate how widespread this problem was
experience of these women student teachers.
the spectrum lie the stories,
Elizabeth's,
direct

of open hostility and anger,

"attack"

on the student teacher.

the spectrum are indirect
like the one Teresa,
First,

like Dee's and,

Elizabeth,

"attacks"

in the

At one end of
now,

set off by a
At the other end of

on the student teacher

a student teacher in business,

tells.

whom we met in previous chapters.

Did I tell you about the guy who yelled at me in the
computer lab like the second day?
[There was] friction
[between] these two guys in the class?
It had started
the day before. . .One guy was sort of mad and angry...
He was the kid who had a girlfriend in the class and
the girlfriend did all the work?
But. . .he only
wanted to do things he was really good at?
And at some
early point in his schooling I think he really kind of
got, from what I learned from his father. . .lazy.
He
really loved sports.
I think he played soccer and was
really good, and skied.
But at school, I don't think
he ever put that much work into it, but it didn't come
naturally to him. . .And so he just. . .hated school.
He seemed like he had a lot of potential?
But he was
so angry.
He's the one who yelled at me.
We were in
the computer lab and we were all really trying to
figure out how these computers really worked; it was. .
.an opportunity for all of us to learn as we struggle
with the computers?
It was good.
But one time. . .he
thought he lost his paper.
He blamed it on me.
And
he, meek me [laughs]. . .1 knew I didn't lose his
paper.
But. . .he started yelling at me and telling me
that I lost his paper, that it was my fault.
He was
really belligerent.
And he wasn't being very nice to
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the other students either, the way he was acting.
He
was pouting like a kid.
So I just let him go.
I
didn't feel like arguing with him right there.
But
after class I came back and spent a long time finding
his paper in that computer.
And I got the paper and I
printed it out.
And the next day in class I asked him to stay after
class.
He said something like this.
"Hey, in class
you can require me to do whatever you want me to do" or
something like that.
"But you can't tell me how to
treat other people."
And I said "Hey, We are in class.
We were in the computer room.
And I don't appreciate
you being abusive towards me or towards anyone else.
And I don't care how you treat other people, and that's
your business.
I mean even if I do care that's your
business.
But no, I do have the right to disagree. .
." whatever it was. . .1 don't know what I said to him.
. .something like, "[Please] show more respect towards
other people," something like that?
[laughs]
And I
told him that I was sorry that the computer lab was
frustrating, but it was frustrating for all of us.
Teresa adds her story to the mix.
Mike was a senior [in my accounting] class.
I think
Mark, [who was in the same class] was only a sophomore.
They were very tall basketball players.
But they were
the two that were most distracting in the class.
Those
two continually, I don't want to say (I) fought with,
but struggled [with], throughout the semester, trying
to learn how to handle them so that they would not
distract the learning environment.
Every time the
janitor [entered there would be a problem]. . .he might
empty the trash.
And Mike and Mark would make
disrespectful comments and remarks.
They were making
fun of him. . .It was the tone.
You knew that it was
disrespect.
And that was just going to be [behavior]
that is unacceptable.
No one in my room treats other
people disrespectfully.
That's more important than
learning accounting.
So the janitor came in. . .Mark made some kind of rude
remark. . .At that point I had exhausted everything and
I wasn't really sure. . .[but] at that point I decided
to do the [discipline] Form 22. . .1 think I had warned
him that I was going to do the Form 22, and he pushed
to see if the boundary was there. . .And I guess that
problem with Mike and Mark was never really solved.
They were chronic distractors in my class. . .They
would not work in my class.
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It

is not that female students do not pout or act out;

it is not that male students are reacting to women student
teachers purely because they are women.
tenuous,
become

No doubt the

novice selves of student teachers of any gender

"fair" game for students.

It is the context

in which

these stories take place that makes me suggest that
discipline issues may be embedded in gender
after story from these student teachers

issues.

is about male

students,

with only a rare one about female students.

we'll

in the remainder of the study even

see

has nothing to do with gender,

As

if the behavior

several of these women have

the perception that the lack of respect they receive
somehow tied to gender.

Story

is

So while we can't demonstrate that

sexist attitudes sparked any of these stories,

the popular

perception among the women that it is gender related,

is

significant.
Braided into the Mike and Mark story is the companion
story Teresa tells of having to "juggle"

the two different

discipline philosophies of her two cooperating teachers:
Cliff who used his

"power"

class they behaved

'cause Cliff was there.

Marlene used a

"humanistic"

to discipline

(".
.

.

.in Cliff's

."),

and

approach with discipline

issues,

which Teresa felt was more compatible with her approach to
working with students.

"So you put in these many dynamics:

a teacher that has a different teaching style

[than the
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cooperating teacher],

a different philosophy,

is a

female,

and you're going to have some discipline problems."
To further complicate matters,

Teresa was suspicious

that for Cliff and the administration,
part
Mark.

"politics"

played a

in meting out discipline to white male athletes
Teresa says,

"And Mark was not suspended.

down and talked to the vice-principal,
worked something out.

.

like

Cliff went

Mr.Ireland,

and they

.Mark got an office detention.

.

."

Race and Gender Issues Intertwine
Jada and Jackie both student taught social
Jada taught

in a suburban high school,

city vocational high school.

exemplify how racial

Jackie taught

in a

Both these young woman had

spent time as political activists
America respectively.

studies;

in Central and Latin

Their discipline experiences
issues can weave

in and out of gender

issues to create discipline problems within the classroom.
Jackie starts:
I would say Brett was my most difficult student.
I'm
sure ideology played a factor in it because he is a
white male,. . .conservative and overtly racist [and I
challenged that in him]. . .There's no way you can
unlearn that in a lifetime.
But you can try and that's
what I'm [trying to do].
So, he would make racist
remarks I guess all the time. . .He was pretty mean to
the students.
And he gave me a very hard time and I
think gender played a very big factor there.
That he
was constantly testing me because I was a young female
teacher.
Of course, it's not something you can have. .
.visual or written proof of, but I felt fairly strongly
after my whole experience. . .it really added up to
that in a lot of ways that was a big factor.—
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Jada adds:
. . .Some people. . .resented [my color], some people
who challenged me a lot and surprisingly in one
particular case, there was a Puerto Rican male who I
had a lot of problems with. . .1 pulled him aside a
couple of times and I said "Enough of the smart
remarks.
Let's stop it, okay?
It's not funny."
And
he said "What're you talking. . ."
Like he had not
done his homework, almost seeing whether I would count
off for that, and when I did, he got very problematic
with it. . .1 just said I don't appreciate that and I
want it to stop.
So that. . .was kind of case with
him. . .1 just think it was a lack of respect for me,
as a person.
As a person of color.
I can't get in his
mind.
I remember talking about it with [my cooperating
teacher], Mr.Farrell.
A lot of it had to do with the
male thing. . .male. . .on [the student's] part,
respect to—a woman of color.
I think he had a hard
time with that.
He was much more easy-going with Mr.
Farrell than he was with me.
And there are a lot of—
to make gross generalizations—I don't want to get into
stereotypes about his culture.
Women's Perception of Men and Discipline Problems
What was most notable in the interviews in regard to
gender,

was not only the recurring perception amongst these

women that boys caused more discipline problems than girls,
but that,
different.

for men,

discipline issues in the classroom were

Maureen,

an undergraduate science teacher,

student teaching in a suburban school,
student teacher in French at Mill City,

and Catherine,

the

talk about their

feelings about the relationship between gender and
discipline issues.
Maureen talks about one of her "problem" boys:
I loved the kids.
I did like the kids.
They were a
lot of fun.
I had one student who just hated me 'cause
I was a female (laugh). He hated me.
He didn't hate
me; he had a really hard time getting along with me.
It was kind of funny.
He was. . .very male
chauvinistic, and he had a hard time warming up to

189
people.
He was very standoffish and very mouthy,
almost a little arrogant.
I don't know how to put him
in words but,. . .he was just beginning to—it took him
a whole semester—[to get used to] Naomi's [the
cooperating teacher] ways and, how class was going to
work, and this was the way he was. . .He had built up
whatever kind of relationship it was with her, and he
could do her work and understand, and work with her. .
.and then I came in and took over, and he just. . .was
ticked.
I mean, to no end, and he used give me a
really hard time.
He used to ask questions like all
period long, and it was questions I would get off the
beaten track, and it got to the point where the class
was like, "Would you shut up and leave her alone?" and
"That's stupid, and that doesn't even relate"
(laugh).
. .He ended making a lot of enemies for himself, which
was too bad.
But we had our good days and our bad
days, and he would get really frustrated with me at
times, and he'd almost like spit at you, and sometimes
he'd be just like wh-e-e-e-w, like he'd breathe really
heavy, and is like foaming at the mouth (laugh).... If
he couldn't understand anything right away, he'd get
really mad, because of my being a female, I understood
it, and I was telling something and that was just, that
would just get his goat. . .He was an average student,
he was a good student, but he just needed to put in the
effort to learn, and he didn't want to have to do that.
And I had him one day in class.
He came to me after
class and wanted to sit down and do something with me,
and I was sitting down, and we were working on it, and
as much as he wanted to wanted to work on it, he
didn't, and he couldn't get the concept because he was
fighting himself all the way on it.
He was almost to
the point of tears.
"Oh my God!"
"Would you relax?
Shane, this is not that big of a deal.
You're making
way too much of it.
It's as simple as this.
Don't
fight me on it. "
It was like a real love-hate
relationship.
As much as he'd just try to badger me
all the time, he didn't want to, but he's just, "I
can't believe this is a girl, and I don't get it and
she has to teach me."
I [knew it was because I was a
girl] just [by] his actions and how he would be, like
how he would talk to the males in the room versus how
he would talk to the females.
Different things.
. .
It's an awful thing to do, but when you're in the
teacher's room, you're like "yeah, this is the student,
this is the problem I'm having, you know, do you have
this kind of problem?" and he didn't seem to have that
problem with his male teachers.
I had a student at the
middle school do the same thing to me.
He was really a
nightmare.
But as tug-o-war as this kid and I were, at
the end—this is the last day—he came up to me and
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kinda slugged me on the arm and [said], "Good luck."
And I had just, I almost started to cry, I went "Oooh!"
(laugh).
Catherine said it seemed as if it were mostly the male
students who "misbehaved and felt they could get away with
it," but that female students were much more like to respond
positively to her if they began to get at all "rowdy."
"Males tended to test me," she admits.
I had two students and they were both boys.
And when
one of them was absent the other one was great.
Really
didn't have any problems with him when the other one
was absent.
Put them together and they were like,
yeah, like.
"Let's get Miss Roy today."
And then I
would say something, and I have this thing.
Like if a
kid laughs after I've said something, it's really bad.
It's a real fault but I'm going to fix it [laughs].
Like I'll say,"Chris, I want it quiet now."
If he
looks at me and laughs, I laugh. And if you laugh it
doesn't mean anything anymore.
And he'd. . .see [I]
thought it was funny.
"You really didn't want me to
sit down. . ."
That.

.

.was hard.

And a girl would never try to get me to take back what
I said.
I felt like if I laugh after, I mean which is
maybe a nervous habit. It's like taking back what you
just said and it means nothing at that point.
I didn't
ever have a female student even try that.
But these
two boys together, they'd get together and yeah, they'd
do it all the time.
And I'd say be quiet and they'd. .
.just like laugh it off sometimes.
According to Catherine,

women feel they must abide by

the rules and men feel more free to rock the boat.
addition,

In

Catherine insisted that men have an easier time

student teaching than women.

Men do not have the discipline

problems that women do. Men have more power.
[I] always had the idea that [men] got a lot more
respect, and it was easier for them discipline-wise to
control the class. . .1 did see that through the other
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male student teachers that I saw.
It seemed like one
of the females would talk about discipline [in
seminar]. . .and for us it could be a real big deal. .
.like trying to stop [students] and it might not
necessarily be heard?
It may have to either be said
again or something more drastic done?
But it seemed
like to [the males] saying it once was enough.
Like
they wouldn't have to repeat themselves or that
whatever they said might have been taken with more
authority maybe.
There were some times we would talk about. . .specially
speaking with Teresa, [who student taught in the
business department], because she definitely had
definite views on it.
She said that she knows the men
are having a better time than we are.
She says when a
man stands up in front of that room, [students] are
listening and you know that they're listening.
Because
the way I was thinking of it is if your classroom is
male/female and if these kids have been brought up in a
way that maybe they respect a male teacher more, which
I think to a certain extent does happen, when I get up
there, maybe I have some of the women who look at a
woman as a real authoritative figure.
I think of like
my male students as sometimes walking all over me a lot
more than my female students.
Just because they're
brought up to think they're in the gender that has that
type of control.
And that I'm in the gender that
doesn't.
And being close in age, that they can have
almost as much control as I do even though I'm a
teacher.
Whereas, like my female students, I tended to
get more [respect] maybe because they were also
socialized as a woman, as a girl.
Jackie agrees with Maureen and Catherine that students
respond to male and female teachers differently,

but she

takes into account the counter argument that says,
know female teachers who can 'control'

but "I

their students."

I don't want to say that I wish that I were six three
and two hundred pounds and male and. . .a very
authoritative kind of person, cause I don't want to be.
I want to be who I am.
I don't want to be that kind of
person.
But it is just so obvious—the difference—how
students treat men and women.
Male teachers and female
teachers.
And there are a whole lot of other factors.
You could be a female teacher and have taught there for
a while and have earned a reputation for yourself,
where the students do respect you.
I think Darlene
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[Kara's cooperating teacher], is that kind of teacher.
I think she has a lot of authority and is treated with
a lot of respect on the part of the students.
It's
just sort of throwing another dimension into it.
Although I was talking with Phil Smith who is really a
neat person. . .he's a permanent sub [at Reid
Vocational].
Last year he was there like everyday and
he's there again this year already.
And he's going
through the certification program.
He's older.
[He]
has children in high school, I think.
Just a neat,
neat person.
And he is big.
He's a man.
Very quiet,
very soft-spoken and very, very, very gentle.
I think
that's how he is.
So we commiserate a lot and he has
the same problems that I have.
And I like that a lot.
That is so reassuring, that is so nice to be talking to
a big man—here I keep thinking, I wish I were a big
man—to be talking to this big man saying, I have the
same problems you do.
And seeing that's right because
he doesn't yell.
He's not the type of person to yell.
He wants to treat the students as people and they walk
all over him.
Which is exactly what happens to me you
know.
So it's not. . .necessarily a function of
gender.
That's pretty neat to see too.
There are other cultural aspects in a school where. .
.half the student population is Latino or more than
half.
Men and women are treated very differently in
Latino culture.
You know, men.
It's sexist in a
different way, and a lot of the same ways, and in
different ways and more exaggerated I think sometimes.
I don't know how to say this.
Cause, actually I don't
know that. . .much about Latinos in this country. . .
Latinos, Latin Americans in other countries, you don't
see women in professional roles ever.
Where we do, to
a degree.
But I mean it's very traditional.
The man
is the head of the household and is the breadwinner and
has a responsibility, has a final word, all these other
very, very, very traditional [rules].
And the woman
is, as they say, "The Poor Madonna."
Jackie has hit upon several complexities,

all of which

can be explained, however, through a "gender" lens.
women in teaching can gain a reputation.

Yes,

Catherine, who

consistently claims that students take men more seriously,
also consistently marvels at the control her cooperating
teacher,

Francine, wields in her classroom:

"When she said
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something,

that was it.”

But Catherine points out that

Francine achieves that result at the price of "personal
relationships" with her students.
I guess that for a while [a woman teacher] just has to.
. .compensate a little bit for. . .how students. .
.react to a woman teacher in general, maybe being a
little stronger than comes naturally.
Taking the bull
by the horns. . .1 think that can be tough, because as
a teacher you want to do what comes naturally.
Teaching can be a natural thing.
But to change the way
you teach to conform with ideas that your students may
be coming in with. . .due to your gender, that would be
tough, to almost not be able to do things the way you
want to do them.
Maybe sometimes be a little bit more
harsh than. . .sometimes you'd like to be able to get a
response from them that you think that maybe a male
teacher. . .might get right off the bat, automatically,
[long pause ]
It's a hard one.
Herein lies the dilemma for many women entering
teaching.
(1989)

Here is the modern practice of the theory Grumet

outlined:

Nineteenth-century women left their

nurturing selves at the school doorway when they entered
teaching.

To succeed in the patriarchal culture,

are meant to adhere to hierarchy,
control".

.

where you

to promote "social

.it was necessary to become more "harsh."

all the participants I interviewed,

Victoria,

graduate of Berkshire Women's College,
suburban high school,

a recent

working in math at a

seemed to be the least distraught

about managing this dilemma.

Most of the others struggled.

They do not equate "harshness" with education;
getting harsh.

Of

they resist

Catherine says:

I raised my voice.
I didn't scream.
I mean I've heard
teachers completely. . .go off the deep end is what I
call it, when I think you've lost control so you can't
control them.
I didn't do that but. . .1 raised my
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voice. . .1 could tell that. . .they had really done
something that hurt me and I was responding to them
maybe more angry than I should have.
I should have
taken on a more educating effect?
But I sounded angry.
I mean it was very obvious that I was.
Kara,

like Catherine,

is reluctant to yell.

My cooperating teacher [yelled] to get them to quiet
down and it worked, and I thought, well,. . .I've got
to yell.
But I never did because I think. . .I'm still
very uncomfortable about screaming in order to get some
order.
Why do I feel uncomfortable screaming? . . .
probably because if it was something that I did when I
was angry in my own life, outside of the classroom,
then it might be easier to bring inside the classroom.
You know, [my cooperating teacher's] got three kids,
maybe that's something that develops after. . .he's had
some experience raising kids. . .When I get angry I
don't yell, and I don't think I ever have.
I don't
remember that when I was little.
So I think that
screaming is something that I was always afraid of.
Hearing my parents' voices raised, just the tone of
their voices was enough to scare the pants off me
sometimes. . .Probably I'm bringing all the stuff from
my childhood with me into the classroom and it just
makes me nervous.
Yelling at someone or being yelled
at.
To me, I think, what's the point?
But I see that
it works sometimes.

Conclusion
Prior to this research I was single-minded about the
root of discipline troubles.

I

insisted with student

teachers that discipline issues stemmed from poor
instructional practice and planning.

I will continue to

advise teacher education students that their knowledge of
and passion for subject matter,
learning centered pedagogy,

their planning around a

their adaptation of the

environmental and physical conditions where
takes place all need to be taken
preventative discipline.

instruction

into account as

I also recognize there are other
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complex forces,

such as race and class,

sexist attitudes,

in combination with

which account for the misbehavior of the

young males who populate the stories of these women student
teachers,
lists,

as well as

the court dockets,

Forthrightly,
issues.
The

for why they fill school
and prison cells

I cannot say discipline

Discipline in schools

suspension

in this country.
issues are gender

is more complex than that.

literature search in preparation for these in-depth

interviews

in combination with the research data

interviews has

led me to believe that the public thinks of

the teaching profession as
equates

"feminized."

"feminized" with low status and

"permissive"

from the

treatment of students,

Since our culture
"soft"

or

both male and female

students disrespect both female and male teachers who
behave

in "nurturing"

or "caring" ways,

for example the way

Jackie describes Phil's relationships with students.
In conclusion,

my intent was to present the data which

raises queries such as Kara's.
Everyday, before I walked into that [particular class],
I had to have my lesson plan much tighter.
I had
different things to fall
back on all the time. . .1
was a little apprehensive [with them].
Was there a
full moon last night, and what was for lunch?
I didn't
know what would set them off sometimes.
But, I think,
even after some wild classes, that I had a chance
to
speak to all of them individually [about] something
[like] a writing project or just hang out [with them].
I like all of them.
I think they're all really good
kids and. . .maybe it's just group dynamics—the
chemistry.
Because I didn't feel like any of the
students was causing trouble intentionally or [trying]
to hurt me.
I think a lot of them felt bad about it
afterwards, which I guess is some condolence.
After
they had fooled around.
Like the next day.
Some of
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them would even apologize.
But I think that's
something. . .kids do. . .They do something bad, but. .
.it was fun, and they apologize and they wait awhile
and then they do something bad again because they
remember that it was fun.
That's growing up.
Everybody does that, and I guess I can't feel bad about
that.
What I do feel bad about was, why was it, when
Mr. Finn, [my other cooperating teacher] walked in the
classroom, the class changed?
Is it because I'm a
woman?
Is it because I'm a student teacher?
Is it
because I'm young?
Is it because my style of teaching
is different?
Is it because I don't scream like he
does?
In teacher education,

we tend to treat discipline

issues solely as management or curricular issues,
considering the possibility that gender
involved.

without

issues are also

CHAPTER

VII

THE EXPERIENCE OF WORKING IN THE PATRIARCHY
"I think I always felt a little bit uncomfortable.

.

."

Elizabeth Zarek
Taken literally,
benign word:

patriarchy seems

like a relatively

a method of bringing order to a society by

assuring a clear definition of who will succeed as ruler of
the home,
fact,

the estate or the country,

however,

social,

the economic order.

within its very design,

political,

patriarchy sanctifies

and economic inequality for women which

is why it has come to mean something far beyond its
meaning and something far from benign.
patriarchal

society,

then,

which embraces the belief
line.

means we

literal

Living within a

live in a community

in the superiority of the male

Men are assumed to be superior to women.

best suited for the public sphere,
Naturally the public sphere
therefore,

In

Men are

women for the domestic.

is more consequential,

more privileged than the domestic.

and

Men can best

maintain peace and order and economic stability through a
hierarchal arrangement of relationships—men always at the
top.

Patriarchy is an ideology that saturates not just

political culture,
(In fact,

it most

but all other aspects of culture as well.
likely developed out of economic forces

rather than political.)
for sexism,

Unfortunately,

it

is quite natural

a belief that one gender—males—should enjoy

privileges that the other does not,

to flow from the
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original set of assumptions.

Or,

it may well be,

that the

concept of patriarchy as it was translated in western
European culture,
institutions,

and transplanted into American

grew out of a belief in gender difference that

assumed females were inferior to the male gender.
way,

Either

the power and authority reside in the male gender.
This chapter,

like the previous two,

clarifies what

the literature on women in teaching means,

when writers

claim schools are patriarchal institutions

(Lather,

Spender,

1982,

particulars,

Weiler,

1988).

1987,

In the interview data lie the

from women student teachers'

lives,

that create

the abstractions in feminist literature about the existence
of attitudes that spring from patriarchy in organizations
such as schools.

The behavior of the males in schools,

described in the stories told in this chapter,
overtly sexist as in sexual harassment,
that is far more subtle,

as

is not just

but it is behavior

permeating the daily life of the

school—the way things work and how people relate to one
another.

Because this behavior derives from a mindset which

permits men to feel no regret or remorse,

it appears as the

natural order of things.
None of the stories in the previous two chapters,
male students,

should be a surprise when we look at what

some adult males,
worked,

about

in the schools where these sixteen women

have learned to think of as natural behavior.

What

follows is a series of excerpts from interviews where women
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were asked to detail their experience in the school
environment.

I reveal these stories not because the purpose

of this research is to "bash" men,

but because the stark

realities of what these women encountered may convince us to
confront institutional patriarchy.

Elizabeth Zarek
A specific relationship,

between Elizabeth and a male

member of the English Department at Eastern City High
School,

serves as the catalyst for this discussion on the

experiences of women student teachers in a patriarchal
institution.
teacher,
know"

Notice how Elizabeth,

an English student

whom we met in Chapter Four,

(Brown and Gilligan,

1992)

"knows",

but "does not

what is going on in her

relationship with the male department member.

I have

deleted most of the "you knows" in the text and the pauses,
but it is important to know that scattered throughout her
interviews,

particularly after making "dangerous" assertions

such as "he would make comments sometimes,
comments," or,

like sexual

"it was rather demeaning," she would add a

"you know" at the close of her sentence.

This language

pattern is so much a part of Elizabeth's frame of mind,

it

is almost as if she is desperate for you to know what she
knows without her having to commit herself to it
1990).

(Gilligan,

The reader may sense the power of this story even

more by understanding that Elizabeth tended to speak most
tentatively and haltingly throughout most of the interviews.
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While reading through this text that follows,
this observation:
uninterrupted,

"This is the longest,

I jotted down

single,

unpaused section of any of the two tapes so

far" which led me to think this story was important to her
and something she was sure I ought to hear and know.
Elizabeth's Profile
I was going to say I didn't feel discriminated against
as a woman.

.

.but this man,

bit uncomfortable with
Department].

I think I always felt a little

[this member of the English

He taught the advanced placement British

Literature and I was told that he'd be a great resource.
And he was and I did ask him questions and he helped me out.
But he was really sarcastic.
a room with.
resources.
friends.

It taught me a lot.

.

And the three of us had the same period in the
So I would listen to these guys,.

were like a show.

Their dialogue.

.

.

.they

.the things they talked

They were always talking about politics and just

satirizing everything.
particular.

.

I can't remember anything in

.1 remember feeling very odd with this man,

because a part of me thought,
teacher.

"Wow,

he's a really good

He's really well respected and".

me felt like,

well,

sexual comments.
say],

He shared a lot of

.He and this department head were really good

resource room.

about.

And he is the man who I shared

.

.

.then a part of

he would make comments sometimes.
.to me.

.

.like when I sat down,

Like

[I'd

"Can I sit down?" and he'd make some comment about,

I
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can't even remember.

It was never anything really

horrendous but just rather demeaning?
.he shouldn't have said.

.

It was things that.

.1 can't remember exactly.

.

(In

this part of the transcript I kept asking Elizabeth about
the particular words that he said.)

What did he say?

it's because I don't want to remember.
that bad.
But.

.

It wasn't like he was rude

And they weren't
like rude

language.

.1 can remember feeling very uncomfortable,.

still there was a part of me that said,
very good teacher.
[been]

.

.but

"But this man

is a
He's

[before the two city high schools

He's very well respected.

wrong or".

.

He's been teaching for many years.

the department head

merged].

Maybe

.

.You must be hearing

.1 don't know what I was thinking.

But

I

always excused it.
[It was the time when]
on,

Clarence.

was real
going

.

there was also the trials going

.Thomas and what's-her-name?

interesting,

because that got a

in the school about schools

in terms of.
talking

.

.discrimination?

[said],

"Well no,

And so that

lot of discussion

like other places of work
And.

.

.some people I heard

schools really aren't the same

because there are so many women in this profession.

And so

there's not as much harassment because there's so many women
here,.

.

."

the news and.

And then this man was always there,
.

watching

.watching the trials and commenting.

He was

very satirical and I think that's another thing that threw
me off,

because he was always throwing out these comments.
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It was almost as
But still,
joking,
like,

if I wasn't supposed to take him seriously.

even if he was being satirical or he was

just

I think those kind of comments after a while

I'm a teacher,

I'm no.

.

it's

.

I think I didn't want to have any bad rapport with
people either.
to confront

I think that was part of

it.

What would I

say?

years older than me or how many?
like my perception is wrong.
perceptions must be off.
what was said,

it was

Who am I,

I mean

like,

I think I was thinking my

But one day,

and I

can't remember
into the

And I don't know if I asked him a question

it was.

But he said something and I

just rude.

But see,

misunderstand what he said.
put it

I didn't want

This man who's thirty

but I remember I was walking

resource room.
or what

it.

just remember,

I really don't know if
But I

I did

just remember trying to

into a different context and not knowing how?

But after that I
say anything to him,

just couldn't talk to him?
but I couldn't look at him.

it really got to me.
it down somewhere.

.

That time

Whatever he said and I probably wrote
.but it was definitely a feeling of

being discriminated against or,
thought at the time.

I didn't

.

I don't think that's what I

.But I definitely felt uncomfortable

as a woman and this older man,

who I really respected as a

profess.

felt I had a

.

.as a teacher.

from him as a.
things.

.

.

.1

lot to

.if he's knowledgeable about

learn

literature and
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But I remember then saying something to him when we
were

in the copy room,

like the next week or something?

'Cause I was so uncomfortable.
the resource room.
resource room.
wing.

But I

.

His room was right next to

And we shared the same period

in the

.we were pretty isolated from the English

said something to him.

I

said something

like

"Well

I guess you're just trying to make me tough,

aren't

you?"

because I

[to say].

just couldn't figure out what else

And I guess I had this need to smooth things over
wouldn't feel uncomfortable

in the school.

But

like so I

[laughs]

he

didn't say anything to that.
And that was probably something I did need to work on
[laughs]
I

left,

there,

in becoming a

little bit tougher I guess.

and then some other time before the end of my time
he said something about I

seriously."

But.

.

"sure took things

.to tell you the truth,

got a good grasp on that whole situation.
know where he was coming from.
him.

Like Leslie,

before Elizabeth)
head.

But when

I

I

never really

I don't quite

still don't understand

(a student teacher in the system a year
[who worked with him]

as her department

She just thought he was the most wonderful man.

still don't understand the situation.
(I

subject

I don't understand.

asked Elizabeth how she understood the meaning of

the statement,
I

So I

"I didn't want to confront him.")

think that the topic,
involved,

I

the situation,

that just the

just didn't want to talk—I didn't want
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to confront.

I think it made me really uncomfortable?

would say the topic was sexual
conversation.
I guess

.

innuendoes,

like sexual

.1 guess sexual discrimination really?

I had this

And so if I confronted it would be

really embarrassing.

.

imagining things?

.because you could always be just

But then I remember talking to someone

about this at one point and realizing that
.

I

felt that

.if the comments made me uncomfortable,

then that

was valid.
valid.

And

feeling that my perceptions were wrong,

like they were off.

way,.

I

If I

if

felt uncomfortable then those feelings were

There were so many other things to deal with besides

dealing with that,

I was

just trying to teach

[laughs].

.

.

I was just trying not to do too much damage to the students
[laughs].
Analysis of Elizabeth's Profile
Elizabeth's
all the

is one of the more disturbing entries

interviews;

harasses her,

in

not just because the English teacher

but because she denies what she experiences.

She feels dissonance for which she cannot find

language.

The unexamined assumption that her perceptions must be wrong
because this kind of behavior does not take place
school,

because

department head,

it

is a respected male,

who

is

involved,

up

Elizabeth has

a one-time

forms the undergirding for

her capacity to doubt what she sees.
say,

As Josephine would

"colonized" her own mind.

in the patriarchy believe its

in a

Women brought

ideology even when their
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experience runs counter to it.

Gramsci

(1989)

would say the

insidious nature of hegemony is at work.
Because Elizabeth is the only female student teacher in
the high school,

she seems to have no peer to whom she can

turn to for a reality check.
point

"someone”

She does note that at one

validated her intuitive knowledge which

allowed her some moments of thinking that what she was
experiencing was real.
Elizabeth's experience is similar to Kara's encounter
with Roberto and Sean,
the hallways.

or Lee's encounter with the boys

in

Experiencing this kind of treatment by male

faculty members could undermine young women's confidence
even more deeply than being harassed by the younger men,
because of the different power relationship between student
teacher and teacher,
student.

Like the

as opposed to student teacher and

incidents with the boys,

direct sexual harassment,
the

this

includes

although Elizabeth cannot recall

language of that harassment.
Elizabeth experiences not just a verbal assault,

but

also a presumption of adult male power and knowledge that
makes her feel shameful
they were

"assaulted"

in the way Lee and Kara

by Sean and the boys

felt when

in the hall.

She

is so overcome by the power and expertise of this English
Department member,
of herself.

she

cannot muster any certainty or sense

An important component of the

patriarchal culture

ideology of a

is the belief that men are the
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repositories of knowledge.
master English teachers

The daily performance of the two

in the department office,

unconsciously on their part,

reflects this attitude which

causes Elizabeth to doubt herself,
again

in the interviews,

not them.

(Time and time

the women student teachers refer to

how male teachers they work with encourage them to use the
lecture method which so many of them find alien to their
ideas of teaching.

The women in this study tend to be

uncomfortable with the presumption of expertise.)
Again,

this reaction to the behavior of the male

department members

is similar to Lee's response to the

behavior of the boys.
you feel

'respected'

As Lee stated,
or as

if you are a good

exacerbate the problem even more,

students with whom she is working.

itself

'thinker.'" To

Elizabeth already

the doldrums because she believes she

female ego,

"This does not make

is

"damaging"

Elizabeth's

which we met in Josephine's chapter,

is

in

the

fragile
finds

in the midst of what she perceives of as the powerful

academic world of satire and politics and.
placement English.

It is

in the English office

.

.advanced

ironic that the drama of Elizabeth

is being played out

in the context of

department discussions of the Clarence Thomas/Anita Hill
senate confirmation hearings—a Hamlet play within a play.
For Elizabeth,

the faculty engagement

in the discussion

reinforces the mythology that the school workplace
from this behavior at the very time Elizabeth

is exempt

is not seeing
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what she

is actually seeing.

more dissonance
Yet there

The discussion

itself provides

in her life.
is hope;

at the close of her story,

Elizabeth

tells us she confronted the department member at the xerox
machine—evidence that Elizabeth may be ready to risk
relationship with others

in order to sustain her

relationship with herself

(Brown and Gilligan,

1991)

Other Participants Who Experience
Working in the Patriarchy
The stories of Gwen,
Hilary,

Winona,

Victoria,

Lee,

Dee,

Catherine,

Josephine and Maureen that follow are

evidence that a significant number of women in the study
experienced a school workplace environment similar to
Elizabeth's.

Male faculty members assume permission to not

only participate

in sexual

question the serious

innuendo,

but to publicly

intent of women student teachers.

behavior makes women feel excluded.

Males act as

Male

if they

had the monopoly on knowledge that women student teachers
must

learn to receive.

seeing

Student teachers deny what they are

in order to prevent confrontation or harm their own

self-interest to pass the requirements

for certification.

The first grouping of stories are adult variations of the
sexual harassment exhibited by the male students
chapter;
take

in Kara's

the second batch of stories show how liberties men

in their relationships with women student teachers

carry over from a one on one personal relationships to more
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public relationships that get played out in places like
department offices and faculty lounges,

and even the

classrooms.
Gwen,

in contrast to Elizabeth,

is clear on what she

saw and felt in the incidents she relates.
And there was one particular teacher [at Hillside High
School] who, I think the first day he met me said "Oh,
it's very nice to meet you.
How many of the guys have
hit on you so far?"
And I said "Fortunately none."
He
said "Oh well, it's just a matter of time."
And as
I've gotten to know him better, I realize that that's
on his mind.
That's why he thinks it's just a matter
of time.
I don't know if that's something that is. . .
specifically attributed to young female teachers.
I
mean I think that. . .it's something that a young male
teacher would have to be sensitive to as well, but I
don't think that a faculty member. . .would turn to
that male student the first day they met him, and say
"How many of the girls have hit on you so far?
How
many of the girls have asked you on dates?"
I just
don't think that would happen.
And I was fairly angry
at the guy when he asked me that.
Gwen,

whose antennae seem to be sharp,

possibly due to

her years of experience in the acting profession,

had even

avoided working with a cooperating teacher in another school
because:
I had a feeling that there could develop something more
than a purely platonic work relationship with the one
teacher.
I had a feeling. . .1 have this little tiny
voice speaking to me that said "He's interested in
working with me because, you know, he does like me and
he does maybe think I have some talent even though he's
only met me for forty-five minutes.
But I also think
he might be attracted," and when I get that feeling
from someone so quickly, then it seems to me that,
that's a theme, an
ongoing theme with that person.
That sexuality is somewhere close to the front of their
mind.
If you get that energy that quickly—and I
didn't get that at all from the cooperating teacher
that I finally chose—I really believe [you should
avoid that person].
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Victoria,

a young math student teacher at a wealthy suburban

high school,

picks up some subtle messages

in an exchange

she had early on in her student teaching with one of the
faculty members.
I could tell that [this teacher] totally thought I was
attractive.
It was really hard for him to even hide
it.
And not that he ever acted on it.
He didn't.
But
I could sense that.
He always had to tell me how his
good friend's daughter was going to my alma mater, and
[he] always had to find out I had liked it, and from
there, when we ran out of that to say, he just always
had to talk to me, and like ask me what I was doing and
always compliment me. . .what I was wearing.
(I notice
Victoria grimacing.)
It just seemed uncalled for.
It
was once.
That's it.
I never wanted to run. . .into
him.
These

incidents

in Gwen and Victoria's experiences

demonstrate that some male teachers expect male students to
"make passes"

at women student teachers and that,

in turn,

some male faculty find it acceptable to do the same.
Neither of them confront the men involved;

they merely avoid

them.
It

is

interesting to juxtapose these stories with two

incidents that Hilary,
School,

relates.

to the

idea that,

who taught English at Mill

The stories,

in combination,

not only do some men teachers

City High

lend credence
live

world which does not question their right to engage
exchanges that revolve around their
that this phenomenon evolves
another;

from "boy"

in

of women,

but

from one generation of men to

students to male student teachers to

veteran male teachers.
Alan,

"conquest"

in a

Hilary tells of an episode with

one of her fellow student teachers.
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One day (Alan) and I were walking down the hall.
It
was after school. . .And two of his seniors came up
behind him, two guys.
I wish I could remember exactly
what they said.
But they said something like "Are you
doing her Mr. F?" or something like that.
And I didn't
hear what they said.
I just heard that they made some
comment.
And I sort of turned around and acknowledged
the fact that I had heard something, but didn't really
know what was going on.
And Alan turned around and
said "Yes."
And then when we got outside, past the
doors, I said "What did they say?"
And he told me what
they had said.
And I said "I can't believe you said
that."
And he [said] "Well, they were just joking
around."
And I said "But you realize that they're
going to think that's true" and he says, "No.
If I had
said no they would have thought that we would.
The
fact that I said yes is going to make them think that
we're not."
This was not an isolated event for Hilary.

On another

occasion she and Alan attended a play at the school.
We went to see the school play together one evening. .
.We were walking into the auditorium and I guess one of
the ushers [was someone] that Alan had in class.
And
as we were walking through the door Alan goes, "Let's
sit in the back so we can make out. . ."He's saying it
to me but he's saying it for the benefit of the kid
ushering the door.
And of course we don't sit in the
back.
We go down and we sit right in the thick of
things.
But still it was a bizarre thing for him to
say. . .1 don't know.
It was very bizarre.
Gwen,

Victoria,

and Hilary do not deny what they see,

nor do they confront it.

Patriarchy in the Department Offices and
Faculty Lounge
This second cluster of stories continues this theme of
teachers experiencing not only sexual
one relationship as Elizabeth,

innuendo

in a one-on-

Gwen and Victoria did,

also finding themselves being demeaned publicly.

but

That male

faculty members did not take these women seriously seems to
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be a repeating theme
young women,

in the interviews.

For some of these

this treatment will serve to aggravate the

self-esteem issues which already exist.

These

incidents

involving male faculty tend to occur in department offices
or the teachers'
have

lounge and even in the classroom.

They

less to do with outright harassment and more to do with

how some groups of male teachers presume a right to create
an atmosphere that results

in the female student teacher

feeling marginalized or excluded from "club" membership.
Lee and Jo describe the social studies faculty lounge at
Mill City High School and Woodsville High School
respectively.

Lee says:

(I felt as if) it was so hard to get excited or get
motivation going when you were in this place that was
just like death. . .You walk into this faculty lounge
and there'd just be a couple of old aging white men
there thumbing through their retirement pages or
talking about the latest sports game.
And it made me
feel almost like ridiculous if I took anything too
seriously.
Like if I raised a question or I thought,
like at the beginning I thought maybe these people
could be like mentors, people you could at least gain
some insight from or ask advice.
And that's just not
how it was at all.
They weren't very interested in
that at all. . .My cooperating teacher would make fun
of how I had so many different colored folders with so
many different [curricular] things going because that
was just not how the rest of the department, or at
least what I saw, was working.
Jo also tells how the social studies office at
Woodsville High School was one of the most uncomfortable
places

for her to be as a woman.

It was all men and I would feel like a little girl
walking into school.
I'd walk in, put my coat down, go
into the faculty room and then just walk out the back
door and just wait until the bell rang and then come
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back in.
It was a really uncomfortable feeling for me
because I felt like a little kid, like these were all
my fathers or something.
They
were all like—all
these men are.
[There were always] comments about me coming in. . .
comments about the way I'm dressed.
My hair is
down; my hair is up.
"Oh you're wearing your hair down
today?"
"Can't see your face under that hair."
Or
"Oh, well that's a real provocative skirt" something
like that, which I never wore again, that skirt,
because it was tight.
It was cut up the back and I
would wear stockings.
I mean it was cut up like just
above my knee.
And it was a fitted skirt.
Shouldn't
have worn that.
And it was a very awkward feeling,
just to walk in and feel out of place because I'm a
woman and I'm young. . .And I felt very very timid
almost, and I'm not a very timid person.
I am when it
comes to group things and trying to talk to the public,
but. . .my mouth would get dry and I'd get really
nervous about going in there.
At the very time in their education when teachers
beginning their practice,

like Lee and Jo,

need to be

treated like adults so they can develop as stable leaders in
the classroom,

they either feel as if the guidance they

could use to improve their teaching is missing,
are not taken seriously by potential colleagues,

because they
or as if

they were a little girl again being "watched over" by a
father.
By her own admission,

Jo allowed herself to be

"intimidated" by the group.
I allowed that group of men to intimidate me from not
sitting at my desk and working while they were all
socializing, talking about retirement and baseball
games.
I know about baseball.
I watch baseball; I
watch football.
I'm a big football fan, you know?
I
could talk about this stuff.
I chose not to 'cause I
felt they might say "Ooh, she knows about baseball.
This is unique."
I don't like that.
Why is it unique?
And just a feeling.
I can't really explain any
incidents besides the one that I did, and those were
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rare.
But just the feeling I got when I walked in—
like I don't belong here—it's a men's club, you know?
And that's how they would refer to it.
They wouldn't
call it the men's club but would call it something like
that, 'cause [one of the other student teachers] and I
would talk about it because [my cooperating teacher]
used to hang out in there.
And she [would say], "Oh
yeah, I don't know how you stand being in that men's
club all the time" because all it was was men in the
department.
Jo noticed that Melody,
department,

the one woman in the

was also an "outcast" in the department.

one would even listen to her ideas," claimed Jo,

"No

who thought

Melody had "fantastic" teaching ideas.
Dee,

the artist,

whom we met in the previous chapter,

(and who insisted throughout the interviews that gender was
not an overriding concern),

spun out story after story about

the faculty lounge where the male culture of the school
seems to thrive.
Nellie, [my cooperating teacher] kind of warned me, on
the QT, to be careful of what I said in the teachers'
room because I came off as being very naive and
idealistic, and that was a negative.
As far as being a woman, I do think one thing.
There
were male teachers that I used to talk to in the
teachers' room that I felt were a bit sexist. . .just
some of the comments.
I mean I used to laugh.
I've
worked with guys like that at city community college,
so I kind of laughed it off.
But deep down I think
they really, not even deep down, they were sexist, you
know, the way they thought about women and the way they
made jokes about women and everything.
And the way
they really put down Berkshire College (an all women's
college where Dee was enrolled).
Towards the end I was
really getting upset about that. . .Oh, they would make
comments about "Oh yeah, you're all a bunch of
[whispers] dykes up there."
"Oh yeah, Berkshire women,
woof, woof, woof."
All a bunch of dogs. . .We are all
bra burners.
They thought they could kid with me.
It
was kidding for a while but then it was like, come on,
grow up. . .1 didn't mind sitting there talking with
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them, but I would never want to have been married to
any of 'em, and I don't think I could ever be close
friends with any of them because they were a little bit
too sexist for my [taste].
Funny is funny [just] so
far.
They're just jerks.
I mean I don't let it bother
me too much because, I think being younger, a lot of
this would have shocked me a lot more.
But I've been
out in the real world.
I've met these guys before, not
them in particular, but men like them before.
I know
how it works.
That's probably why [laughs] I probably
didn't have a heck of a lot of dates. . .My fiance used
to say "You probably used to scare a lot of guys off."
I was proud of my school and I didn't want to hear. . .
what they were saying was all in a negative tone.
That
was definitely a down. . .and I don't care how educated
they are.
You get some guys that are like that.
You
get some women that go along with it.
But that's okay.
In a way though I was told that those guys actually
liked me because I was able to come back with these
comebacks that would [snaps fingers] cut them down
[laughs]. . ."Good one, Dee."
I'd come back with
something really cutting back to them.
I could play
their game too, if I wanted to.
Teachers are just a reflection of the whole society
[laughs].
They're no different.
We'd like to think
that they are above it all, but they're not.
I was
very disappointed, some of the things they were saying
about women and about my college. . .some things are
blatantly racist, homophobic, sexist [laughs], whatever
you want to call 'em.
We're supposed to be role
models.
We're not supposed to be like that. . .Well,
they are.
Next,

Catherine's faculty lounge story which I admire

because it is so honest and because she laughs all through
the telling of it,

until the end.

of foreign language,

Her passion,

as a teacher

for taking the power of language

seriously conflicts with some established patterns of
behavior which do not take

the significance of language and

its reflection of our thinking into account.
. . .[When I was in] the faculty room. . .1 was telling
Francine, [my cooperating teacher], "I can't believe,
you're not going to believe what I did.
I got up to
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the board and we were doing adjectives and placement of
adjectives at the time. . .1 wrote "Marie is pretty.”
I had an e at the end because it was feminine.
It was
talking about a girl.
And then I had to put another
example.
And then I (wrote) "Jean Luc is intelligent"
(which) didn't have an e because it's masculine.
And I
looked at my class and I explained why one had an e and
one didn't have an
e. . .then I looked back and I
said, it just hit me all of a sudden.
It may not have
hit anybody who hadn't learned about it, hadn't, you
know, felt that it was wrong to refer to a woman by her
beautiful qualities and a man in this way.
And I said
"Or" and I switched 'em, (using the word handsome).
I
tried to really quickly fix it as to not say my man is
intelligent and my woman is pretty.
And I must have
turned red.
And I know that they didn't know why I was
embarrassed 'cause they didn't see it.
They didn't.
They had no idea why I was so upset that this was
happening on my board.
And (Francine) said, "Oh, yeah, you can't really keep
doing that."
She understood it, but didn't take it as
much to heart as I did. Maybe because she's been doing
those kind of examples forever. . .One of the men
faculty is sitting there. . .He almost never speaks to
me directly.
Like he'll tell stories to everybody in
the faculty room.
This is probably the man I know the
best at the school.
He's a math teacher.
And usually
he talks to everybody.
And he said "Catherine," and
right then I knew I was in trouble.
He says "Why did
you go through so much effort to change it after?"
I
said "You know, I feel strongly about it.
Those kind
of examples, you know,. . .unconsciously give students
ideas about females' roles and characteristics and
things like that."
He said "I think you were just as
sexist to change it back the other way, instead of
doing for you what was natural."
Wow. I. . .of course,
had to defend myself.
He just like threw it out.
And
I said "I feel strongly about it, and for me to change
it is doing something, at least in a positive
direction.". . .He says "You're ashamed that you wrote
it the way you did before?"
I said "Yeah, because
[they were]
the first adjectives that came to my mind.
They were associated with a female role, a female
person or a male person."
He's like "Well, I don't see
the big deal about it.
I think you were just as bad by
blah blah."
And that was hard.
I don't think that
ever would have happened had I been a male student
teacher.
Having done it.
Having known myself to be
able to do it.
When you try to think, you work so hard
to break things that you know are in you that aren't
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good.
And then to have somebody tell you that all this
work that you've done is like worthless. . .
Four women who take their life's work seriously,

work

in a setting that continually diminishes their importance.
Finally,

Winona's testimony stirs in some additional

complexities to these narratives of how sixteen women
experienced patriarchal attitudes in the school setting.
Her angle on the male culture of the department offices and
the faculty lounge offers a different perspective than the
researcher's.

I have read these narratives from a feminist

point of view.

Winona's outlook adds even more possible

layers of interpretation to the description of the culture
of the schools which spawns these stories in the previous
two chapters and this one.

What she illustrates,

testimony in other chapters continually does,
Spelman

(1988)

advised;

gender,

race and class issues.

as Jada's

is what

it is most difficult to separate

Winona had two separate practicum experiences.

One in

a middle school in Hillside City and one in a high school in
the same system.
An issue that I chose not to make a big deal out of
because I was a guest in the school system—but if it
had been my own position I would have made a big
stink—was concerning my Native American heritage.
George, [my cooperating teacher] and this other teacher
took it into their heads that they were going to tease
me, so I had to listen to "Woo-ooo-ooo-ooo" often, and
was called squaw a few times, and it makes me wonder if
I had been male if I would have had to put up with that
at all. . .Of course they looked at me and they did
what a lot of people do.
"Well, she looks white,. . .
she wears the earrings and she knows the history. . ."
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And in the beginning it wasn't a big deal, but after a
while it got to be very wearing.
I told them at one
point that they were being very racist in their
remarks, but they laughed it off like they laughed off
everything.
I was more concerned about getting signed
off, because I wanted that certification, than I was in
causing a big stink.
I couldn't change them.
George
in his fifties, you know?
And we had had serious
discussions, and if that didn't make a dent. . .He's a
joker.
And at this particular (middle) school there's a real
good team feeling among the teachers for the most part.
I mean they really work as a group, complain to each
other, uphold each other, pretty much have the same
view of the kids and stuff, but I noticed there's a lot
of sexual stuff.
But I grew up with that so to me it
is not necessarily sexist.
It's just kind of a class
thing, but there was some overtones at times.
(. . .it
was pretty evenly divided between men and women).
. . .one of the things that I've noticed, having lived
in a lower socio-economic, rising to lower middle
class, being around people that are from the upper
middle class, there's a lot of sexual humor among
people but it's handled differently in every class.
On
the lower level, it's very open.
There's a lot of
sexual teasing that goes on; it's not a big deal.
It
kind of rolls off.
We're farm folk; everything is very
earthy.
You can take the most simple statement and
give it a sexual twist, and it's a joke, it's a big
deal.
Middle class, there's some of it but there are
more rules.
Upper class, if you know someone really
well you can get away with that, but for the most part
it's like, you know you've got this certain image that
you've got to give in public.
So some things that we
interpret as sexist behavior is more of a class thing.
First Winona describes how from her perspective racist
attitudes

intertwine themselves with sexist attitudes,

and

then she points out how sexist attitudes are related to
class.

Winona goes on to give an example of this behavior

at the junior high,

where she did her first practicum.

tells the story of a secretary whom the men,
of the women,

in the

lounge would harass.

She

along with some
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For the most part the guys would start [harassing the
secretary], but I mean sometimes the women would join
in too. . .most of them were middle class.
So there
wasn't anybody there that was wealthy, so there wasn't
any pretenses, you know, like this isn't appropriate.
It was considered appropriate behavior, and everybody
indulged in it on one level or another, so it wasn't a
problem for anyone that I knew in particular. . .1 grew
up in that.
In fact it was very comfortable for me.
I
had no problem joining in (laughing).
I used to
wonder, there'd be some of my [university] classmates
going, "That's sexist, you know."
But I've learned to
go among all the different classes.
I know the
appropriate behavior and the inappropriate behavior and
where the lines are and all of that.
But I have to
tell you I am most comfortable with people of my own
class which is way down on the bottom:
people in the
projects, street people.
Winona went from the middle school in Hillside City to
the high school to complete two certifications.

From her

vantage point in the social studies department she notices
how the lone woman in the department is treated.
. . .So I went to the high school from the middle
school, I was not quite sure what to expect, and ended
up in the social studies department where there's only
one woman and all the rest are guys and the math
department also hung out. . .together, so it was like
this boys' club type mentality.
And they were very
polite, there wasn't the sexual innuendos to deal with.

The only incident that I can think of, and the other
social studies teacher was Betsy, she was wonderful.
I
would see her on our breaks.
She wouldn't eat lunch
there because she just felt like an outsider [in the
social studies department] being the only woman, and
having worked there all those years, she had to deal
with some stuff.
I guess guys didn't like it that
[they] had all worked together and she had come in
later after the team had kind of been established, to
replace somebody, and so they treated her as an
outsider, and I don't know if it was because she was a
woman or just because she was someone new coming in.
But she would eat lunch with other women down in her
room.
And the one time that I was there and I saw an
interchange, I don't blame her, I would have done it
too.
In fact I would have told the guy to kiss off.
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But one of the teachers that had known her for years
was there and just was rude, thought he was playing,
but his behavior was totally rude. . .she had come in
to run off some stuff on the mimeograph machine and he
had pushed her right out of the way to do his first and
it was supposed to be a joke, but it wasn't a joke and
you could feel the tension in the air, and he had made
a couple of remarks to her that could have been taken.
. .in a sexual manner, and she played it off with a
smile and stuff. . .1 said to her later, "Betsy,. . .1
couldn't believe what went on.
Doesn't he realize that
what he did was rude, I mean. . .he would never have
done it to a man."
She said, "That's what I was trying
to tell you about."
When she first came there and had
lunch there and stuff, she was subjected to this, and
they tease, they tease each other.
But because I was
the new kid on the block it was very low-key around me.
These stories provide Kara's story with a context that
demonstrates her experience with the male students at Reid
Technical School was not an aberration.
school culture,

Instead,

the total

including what goes on in the hallways,

the

teacher's lounge and department offices reflect not just
outright sexual harassment,
behavior.

but patriarchal values and

Jackie claims:

Females are prejudged. . .Totally, totally, totally.
.there is sexism in the classroom. . .in our whole
society. . .[it] is so pervasive, but it's there big
time in the schools and it's really scary.
I had a
hard time a lot of times, a lot of times. . ."
Does this behavior,

fostered by some unconscious

acceptance of a status guo,
behavior toward women,

about what is appropriate

and what are prevailing attitudes

about women's place in the school,
classroom?

spill over into the

Or do we save it for the public spaces where

students are not present?

We witnessed that Alan did not

.
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spare Hilary from his banter with the students in the public
space of an auditorium.
Patriarchy in the Classroom
Maureen and Jo now give us a portrait of their
respective classrooms in which male teachers display
patriarchal attitudes in their interactions between students
and student teachers.

Maureen's story includes three

different aspects of what habits and patterns can develop in
a patriarchal atmosphere:

(a)

a view of instruction that

includes performance and entertainment as if the teacher
were like a comedian at a night spot—the center of
attention,

(b)

public degradation of women,

(c)

a yearning

on the part of female students for a relationship with adult
women.
. . .for the most part the kids liked [my cooperating
teacher].
He was humorous.
He was very funny.
And he
knew a lot of jokes about the material because he'd
known it for fifteen years, so he'd make all those
corny little jokes.
And, you know, I'd try to tell
them.
I'm like, "You guys, I just don't know the
material that well to be making these jokes about it."
You know, I go, "I haven't done this for a long time,
and you have to understand that."
So we worked on a
situation where I brought in joke books.
And at the
end, we'd take five minutes at the end of the class,
and go through joke books, you know what I mean?
But
it was just, it was difficult like that, you know.
It
was very different.
I like, I told Naomi I thank God I
had her before I went there because I would've just
died.
But it was different all the same. . .It was more the
girls than the boys at the middle school that really
seemed to warm up to me.
I don't know why.
I think
because he was a male teacher. . .A lot of the boys
were really upset with me for coming in, because I was
a female, and that, he was one of their only male
teachers.
And they really enjoyed him.
You know, they
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thought he was really funny.
And he was chauvinistic
so he was always [saying] "the females are weaker,
right men?"
Building up the male camaraderie. . .He
just started a lot of th[is stuff], "Oh, the men are
better than the women, and the women can't do this, and
you're only going to be a housewife," and that kind of
thing or. . .1 was observing him one time, and he. . .
called on the guys, and not one of the girls.
[He]
used male-related examples, and his biggest comment
that I remember is how the women teachers baby the kids
too much, that they should all be mothers, and that was
the biggest comment I remember. . ."If they want to be
a mother, tell 'em to be a mother at home.". . .when he
was in class, you know, getting into one of his malefemale arguments, and I'd [say], "You know, women can
do anything that men can do, and in fact, they can
probably do it better."
And he [says], "Well, they
can't do this."
And I said, "Oh, yeah, well I know
something that a man could never even imagine doing."
And the whole class was [saying], "Yeah!
Yeah!"
The
girls [said], "Yeah, that's right" in these little
high-pitched voices.
And one girl, she's like this
big. . ."Yeah, yeah, that's right."
They were funny.
So, I don't know. . .1 mean, it was intense.
It was
definitely intense.
And the girls were so relieved I think, when a female
walked in.
Some of them were so funny.
One of the
girls that I had taken on the field trip, they used to
come and hang out with me for the next week afterwards,
[said] "Miss Flynn, what're you doing?
Can we come in
and hang out?"
They were leaving [the room], and one
of them goes, "Miss Flynn, you have to write to me
okay?"
She [says], "You have to write to me."
I
[answer], "Okay."
And one girl puts down her phone
number on the thing and says, "and I wrote down my
phone number, so call me," you know?
Like, I'm just
going to call them tomorrow. . .they were just. . .so
funny.
What

is most distressing about this student teaching

situation are the lessons Maureen is
curriculum and what the young women
experiencing with a male teacher.
to

learning about
in the classroom are

Maureen feels she needs

incorporate the joke telling into her curriculum.

Whether she

is doing this to accommodate the situation or
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whether she will

fall

impossible to tell,

into this pedagogical practice

but this kind of teaching model

is
is

in

direct conflict with what she learned while carefully
planning lessons

in her high school practicum with Naomi

(for details of this see,
young women,

Chapter IX).

In the case of the

they are learning how to become

in their schooling

(AAUW,

Jo's story of Pete,
high school practicum,

"shortchanged"

1992).
her cooperating teacher,

during her

to some extent echoes some of the

aspects of Maureen's experience.
I remember one time, I remember the first time I sat in
[my cooperating teacher's class]. . .my co-op stood up.
He goes, "I'm not Miss Harding" 'cause Miss Harding is
a little overweight.
(Pete is referring to the teacher
who taught this course the first semester; he teaches
it second semester.)
He said "Look, I don't even look
like Miss Harding."
He turned his body to the side and
he sort of [took a stance] as if [he] were fat, the way
your body would be shaped.
It kind of went out way
beyond his body all the way down to his leg 'cause
she's heavy.
[He was saying] "And in other words I'm
not as round as Miss Harding."
And that aggravated me
right off the bat.
And I sat in the back of the room
and he looked at me and his face turned red.
And
afterwards he said "I didn't mean anything derogatory."
Yes he did.
Who's he kidding?
It was a dig on the way
she looks, you know?
And [in another class] he told a story about this
woman's boobs, which I thought was very inappropriate.
. . .he was telling them a story about how he went to a
party, and there was this woman there that was a little
drunk.
And she came up to him pushing her boobs out
and saying, "Oh, ha, ha, ha," [as if she] tried to talk
to him and flaunt her tits, her boobs,. . .he moved his
body.
Like he shook his shoulders and I sat in the
back of the room and I said this is sexist, isn't it,
isn't it?
And I couldn't figure out if it was, and it
was!
But for some reason I didn't feel the confidence
in saying "That's sexist.
How dare you say that?"
And
it wasn't just one or two occasions.
It was quite a
few occasions.
[He related it to the class], something
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to do with. . .It was about being pretentious, an
American personality.
And being judged by what you do.
And here

is a key statement,

demonstrates this

from Jo,

which

idea that several student teachers

experienced—scary—in light of what the

implications are

for how we are educating preservice teachers.
And I was, it was strange seeing this and watching this
'cause I'm saying there's something to this here.
And
at the time, I didn't [say anything], maybe that comes
from my lack of confidence with him.
I mean as a
person I thought he was great academically; he was way
above me.
[It's the] first time I'm ever teaching
this.
I've taken two history classes.
But I felt very
inadequate next to him, and I guess I didn't want to
challenge him on anything he did, so I never approached
him with it.
Jo does not challenge Pete;
"knowledge"

and "expertise."

she really sees.
culture,

says,

Her logic,

"He

she is taken in by his

Her self-doubt overrides what
fostered by a patriarchal

is so much more knowledgeable than I am,

it must be that I have no right to question his behavior."

Conclusion
While most of the participants,

when asked about their

relationship to the faculty in the school,
male culture which dominated the lounge,
offices,

the classrooms,

reported on the

the department

it would not be fair to say

discomfort was always rooted in patriarchal attitudes.
Jackie reported that the "clique"
in the teachers'

lounge on her floor were women.

most uncomfortable going in there.
collaborative or

of teachers who gathered

It was not a

inclusive atmosphere.

She was
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Admittedly,
feminist eyes
Nonetheless,
how,

poring over this

interview material through

is only one of many ways to
this

lens

interpret

is most important because

it.

it reveals

when the small details of daily interactions between

men and women are made into an aggregate,

they create a

landscape made up of patriarchal attitudes.

That some of

these women student teachers were subject to an abuse of
power,

including blatant attempts to marginalize or

minimalize their contribution,
joke telling,

male camaraderie,

is clear.

The attention to

and sports are

images that

conjure up facsimiles of men smoking the cigars

in the

dining room while the women clean up the kitchen.
many more glimpses of paternal behavior,
interrupting women student teachers
admonishing them publicly,
knowledge,
up

such as

freely

in the classroom,

posing as the sole repository of

which have not been detailed here,

in later chapters.

There are

Just because teaching

but shall come
is a profession

traditionally populated by women does not mean the major
values of the
belief

in,

institution are based on a respect for,

or a

women.

We have come closer to understanding the details of
student teaching life,

and what

it means to

learn to teach

in a setting which is not hospitable to women's values or to
women's potential as scholars and teachers.

CHAPTER

VIII

THE EXPERIENCE OF A COLLABORATIVE STUDENT TEACHER/
COOPERATING TEACHER RELATIONSHIP
"I

felt like I was attached to her hip.

.

."

Catherine Roy

It

is evident from the interview data that the

relationship between student teachers and cooperating
teachers dominates the interviews,

particularly in the

second interview when they detailed their
practicum.
says,

Hilary expresses this common sentiment when she

"The thing that I remember most about student teaching

was the relationship with my mentor."
might well say this also,

Male student teachers

but according to some of the most

respected contemporary scholars of women's
al.

lives during the

1986;

Miller,

Chodorow,

J.

B.,

1978;

1986),

Gilligan,

1990;

lives
Grumet,

1988;

women in particular value their

relationships and connections with others over
and autonomy,

(Belenky et

independence

particularly in learning environments.

Thinking about this reported difference

in men and

women has vast implications for teacher education,
especially in establishing policy and practice

in regard to

cooperating teacher/student teacher relationships.
relationship
the choice,

is more

important than independence,

If
when given

women might prefer to work collaboratively

rather than competitively.

If past theory in psychology has

used independence and autonomy as the measure of a normal

226
developmental process,
Baker Miller

(1986)

and now new psychologists

like Jean

provide evidence that makes us readjust

our thinking about the value of dependency in women's
development,

it has repercussions for the types of

arrangements we consider beneficial

for the growth and

development of new teachers.

Catherine Rov
Catherine,
university,

twenty-two-year old undergraduate at the

grew up in a rural New England village,

an old furniture mill.

Its

labor force once

Catherine's French-Canadian relatives.

that had

included

Ironically,

she

ended up doing her student teaching teaching French in a
urban New England textile city,

in a high school populated

by a majority of Spanish speaking students.
Catherine's story is of an avid learner who attaches
herself to women mentors.

As a girl,

she sits by her

grandmother's side learning her French-Canadian heritage and
its

language.

As an adolescent she travels

side of her high school French teacher to
culture.

Finally,

in France at the

learn French

she "attaches herself at the hip"

dynamic master teacher from whom she

to a

learns how to teach the

language and the culture.
Catherine,

who student taught at Mill City High School,

chose to work with Francine Boley,
experienced French teacher,
cooperating teacher.

who was not only an

but also an experienced

Catherine's story represents the type
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of collaborative relationship that several other women

in

the study experienced and offers us an excellent opportunity
to reflect on gender issues within the student
teacher/cooperating teacher relationship.
Catherine's Profile
I had known

[my cooperating teacher],

had seen her when I went for a
really

[prepracticum]

liked her teaching style.

high school when I was there.
go there.

.

.

.and I really

I

.1

and I

liked the

So that's when I decided to

lot better.

I want you to just watch."

.

visit

.I'm really glad I knew her because

.the transition a

watched,

Francine.

it made.

.

She said "For the first day,
said,

"Okay."

First day I

again completely impressed with her style,

the way

she handles her kids—the idea of teaching entirely in
French.

And then the second day I thought that I would be

observing longer than I actually
you observed,

for maybe,

on your first class.

[did].

I had heard that

a week and then you start to take

We did it in a way that I actually

think worked out better than it would have the other way.
The second day I took attendance,
front of the class.
took attendance.

just to get myself

in

Just to get them to see me up there,

I

The third day I think I taught one point,

one small activity,

one point of grammar.

My fourth day I

taught about half the class period of my first class.

And

then the fifth day I taught the entire class,

and then that

class was mine.

(French I)

And,

actually,

I took on two
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classes at once because.
same class,
kids.

.

.

the same preparation,

It was the

just a different group of

.And it was really really nice,

for me.

having the repeat,

Because when she would give me suggestions the

first time,

I could apply them the second time and see

things worked out better.
well.

.it was a repeat.

.

(Al)so the material,

if

.So that worked really really
for me,

was very very basic.

I

could concentrate a lot less on what I was teaching and I
could concentrate on exactly how I was doing it.
I was really nervous at the beginning.
almost shaking.
students'

.

I can remember

.sometimes I didn't know how to respond to

answers.

Sometimes I didn't even know how to call

on a student.
[In the beginning]
[ways of teaching]

more than developing my own.

didn't really have a
But I

I was kind of experimenting with her

lot of

ideas of how to go about things.

saw the things that worked for those kids,

thought that they've been doing this
least.

Because I

and I

for half a year now at

And I didn't really want to go in there and make big

changes right away.

Even towards the end I had a

.problem with doing things my way,

little.

when I was always

expected to do it just the way it's always been done.
At the beginning,
teaching style.
activities.

.

could fix it;

I think I really followed her

And then I started developing my own

.She would tell me

[what she thought]

she was so honest with me.

and I

That's why I had

.

229
such a good experience.

Everyday she would

She'd go to the back of the classroom,
paper,

fold it in half.

watch me.

take a piece of white

On the top of one column she'd put

a plus and on the top of the other she put a minus.

All my

plus side work always compliments and there was always at
least one for my class period.

And then on the minus

there would be things that either she thought I

side

could

improve on or even sometimes just suggestions of other ways
to do things.
out to be
longer,

So I had constant feedback which.

invaluable.

By the end,

.

.turned

my plus side would get

my negative side would start to get shorter.

That

was always nice.
It's so hard to say if things are my

idea because

sometimes Francine and I would just sit together and
brainstorm.

I think it was probably a

little bit of both.

I think maybe one of us suggested and the other one just
built on it.
my idea

If I had to say for most things

[laughs],
.1

I'd have to say,

Because.

.

felt like I was

[laughs]

to her sometimes,

good because I was
incredible.

"Gee,

if they were

I don't know."

like attached at the hip

which most of the time was really

learning so much from her.

She's

Then other times I started to feel

wish that she would just leave my classroom so I
on with it.

like.

so
.

.1

could get

Because I probably had maybe five to seven days

out of the whole semester when she didn't attend one of my
classes.

And I would talk to the other student teachers
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[who would

say],

asked her to.
how things
that."
still

"Oh,

I

ask them

are going

consider

it a

she

could

did

like

because

in.
or

these kids
I

luxury,

But
is

or

And

is

she

not

classroom while
students would

there.

Or

walk

in.

So

I

I

close to

the

felt

like

a

did.
.

Or

teachers

that

it.

if

of

the

class

which

I

and

I'd

come

am

I

right,

is

see

this

responsible

her,
I

I

But

if

for

and whatever.

you've

a very nice

said

didn't

I

she

come

from other

for a

in

"I

active

in the

just
air

just

student

need

really

could,

in,

just

even

felt

like

about

anticipation that

asked her

.maybe not

nice thing

don't know

I

empty

back,

all

that day.

even the

been hearing good things

be

an

of,

like

students wouldn't

sometimes have a different

theirs

luxury

like do anything

she was doing

she was

I

I

the

and watch

something

see her

just by myself."

when

.it's

or

in

I

responsible?

she didn't

end,.

sit

in the

wouldn't

attend my classes

know why because

would

I

sit

actually did at one point tell

to

.

to

that we had

not my class?

some time with them

how.

was

sometimes

sometimes

this

like

around when

So during the middle

sometimes

her

come

.what we had the

come through the back,

feedback.

my class

they'd

only

every two weeks

.

ours.

get real
come

if

once

That wasn't me.

classroom next to

way,

my mentor has

them
she may

it was
because

teachers

And

I

just

ever heard

a

bunch

the

thought

really
I

had

about
that

change.

are talking about.

.

of

student

.what their mentor
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teacher

is doing at the time.

"You're kidding me.
'Cause I

said,

Most of them

[would say],

She's still coming into your class?"

"Yeah."

But sometimes I

just felt funny

about it because they all seemed to me to be so much more on
their own than I was.

They all had their own grade books.

I didn't get a grade book.
her grade book.

I used her grade book.

We used

Like if I would get behind in correcting

papers for my class,.

.

.she would just automatically.

correct them and put them in,

which was nice for me.

that got to be a pain in the butt towards the end.

.

.

.

.but

Because

she'd want to do some of her class work while she was
sitting in the teachers'
my class.

lounge.

But I'd need the book for

And the other way around.

I probably should have

said something earlier about it,

but at the beginning I

thought it was normal procedure,

you know?

teacher comes

just

A student

in and to keep everything together you just

use the same book.

Towards the end they almost got turned

over to me because I was teaching four classes and she was
teaching one.
still was,
.

.

So

it was really almost mine anyway.

you know,

own style.

it

awkward for me sometimes.

.Towards the end I

bit different.

But

started doing things a

little

Like I started taking more chances with my

The part about teaching French the whole time,

for me I went in not sure if I wanted to do

it.

But when I

got there I knew that she was very adamant about
"Always French

in my classes.

.

."

She's

like

it.

"Don't speak
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English in my classes.”

I was

like

speak English in your classes.”

"Okay,

I'm not going to

Pretty much like ninety

percent of the time I'd speak French in her classes because
I'd feel bad.

I'd say,

”0h,

maybe she's right.

start speaking some English in her classes
them regress,

knows what's best right now.
complete

if

I

I'm going to make

because they've always had it."

there's many conflicting theories

Maybe

But,

in that area.

I mean,

Nobody

A lot of people think that

immersion is the best.

And then there's a

.of evidence that maybe they should be taught

lot.

.

in English.

And I really hadn't figured out exactly how I wanted to do
it.
Sometimes I

just felt like okay,

minutes and explain this
administrative

in French,

on.

I

Or I

could get

Say it in English in thirty

could get some real work done

towards the end.

in French.

but sometimes I

'Cause I

But she

started doing

it

found that I got more done that

And I didn't think it was depriving them of.

anything,

it

Make sure everybody understands me and then move

wasn't really into that,

way.

something very

like grades or something.

done and get on with it.
seconds.

I can sit here for ten

'cause we would do our basic course work

.

.

in

French.
It was so hard to get to know kids when you stay
French.

Sometimes they were so set back from me.

in

Like a

kid wouldn't come up to me to ask me anything for fear that
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I would get mad that they didn't come up and ask me
French.

in

So sometimes they wouldn't bother asking and they

wouldn't bother speaking to me.

So I made

it clear that if

anybody wanted to speak to me towards the end of class,
after class,
them.

that I was very willing to speak in English to

And that they didn't have to fear ever.

speak to me
something,

or

in French.

.having to

Because if they needed to tell me

of course they could use English.

herself would tell me

.

And Francine

it's hard to get to know kids.

It's

hard to know anything about your kids when you're staying in
the target language.

She takes

it as something that she

almost gives up to do that.
Like towards the end the kids started to warm up to me
because they would hear me speaking English after class to
one student explaining an assignment and
"Oh,

she does speak English.

after class."

But,.

personable class.

.

[they would think],

Maybe I will go talk to her

.1 think I really need that kind of

I even talked last time about how much

that attracted me to teaching in the first place,
liked that kind of atmosphere.
times

And I didn't get

how I
it a

lot of

in my classes here.
.

.

.It's really tough.

.

.1 would listen to.

the English student teachers—I think
Hilary.
poetry.

.

.one of

it might have been

She was telling me about one student who...writes
.

.The student

is so open and she's very sociable.

And I had the same student and I wouldn't have known

it was
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the same student.

I didn't know anything about her.

just felt really bad because to Hilary
thing.

Like this

wonderful things,

And I

it was an obvious

is a talented girl who does all these
and I didn't even know?

Because she

wouldn't have ever even have tried to tell me,

because of

the language.
.

.

.But,.

.

.it got better after that.

realizing that could put up a barrier.
obvious that I was.
speak to me,
knew,

.

.an open person.

of course they could.

When I

I really made

And.

.

.if Francine ever
One day I

just talked in English to my classes about

whatever they wanted to talk about,
I had to have that?
you do any sports?.

I
.

[asked]

just because

I

.Do you have any activities?

in high school."

Or

And they were,

You live

in the dorms.

you live when you're not at the university?"
on and on and on.
my classes.

I

like

And we needed that.

Do you

"I used to do
like,

They started asking me like all kinds of questions.
you go to University.

felt

students around the room "Do

have this kind of club in this school?"
this when I was

it

If they needed to

I think she would probably blow her stack.

took a day and I

started

wow!

"Oh,

So where do
And they went

I needed that with

felt like I could move on.

And they knew from

then on that that could happen.
That was towards the end and she was coming in
So.

.

.1

just pretty much hoped.

.

of bad to think that it was almost

.1 mean,

less.

it sounds kind

like I was trying to get
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away with something?
me had she come

in?

boat too much?

I

classes,

And she may not have said anything to
But I,

still

I

felt,

just didn't want to rock the
in a way,

that they were her

and I was just kind of teaching them for a while to

get practice?
I remember in the seminar having this discussion with
Steve,

another student teacher,

argument,

'cause of course,

you know,

a really strong personality,
think

[he did too].

which turned

He says,

do I not want to set anybody,

world'

or,

[have them]
whatever,

say

you get somebody with

and I think I have.

And I

"You can do what you want.

You're here to practice your style."

from me and

into an

And I

said,

"Not only

like faculty members,

'Oh,

back

she wants to save the

by all these new things,

students have gotten used to something.

but the

And to go

give such a dramatic change to a whole class,

in and

I think

sometimes that can be really disturbing for a student,
they're just getting used to something?.

.

just all of a sudden change something.

."

.

.

.

.To come

And.

.

.1 guess

in the back of your mind you

almost know that your mentor teacher is someone
needed to get along with.
I mean I

anything.

in and

.1 was also matched with somebody who has a strong

personality.

well.

when

would react.

Like I got along with her very

love her to death.

Sometimes

[whom you]

And I didn't want to do

it was because I didn't know how she

I didn't want to be told

"No,

that's a
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horrible thing to do in your classroom.
do that."

You don't want to

I was afraid she would just basically tell me no,

that I couldn't do something.

Because sometimes

if

I would

try something I would try it without really telling her,
which I don't think is a problem.

Because I

listened to the

other student teachers and they're doing anything they want
in their classroom anyway,
We

[student teachers]

which sometimes would shock me.
had lunch together a

lot.

Sometimes they were completely flabbergasted by how.
closely I was being observed and followed.
just two different experiences.
more negative but

.

.

But I guess

it's

I wouldn't call mine much

it's just that I was the only one

experiencing mine?

To see everybody else going through

something different?

It was hard sometimes.

thinking like why am I different?

Why.

.

I'm almost

.is my mentor

teacher doing something so different with me?...I thought
that maybe—I try to always give it a positive image—I'm
going to end up being a better teacher for this.

Francine

knows that if she shows me every little thing and stays with
me and observes me right to the end.
my progress from beginning to end.

.

That she's

following

.Instead of some of the

other mentor teachers.

.

and

But for me I was getting feedback.

letting them fly?

.all the time.
end.
like.

And it's,

.just giving them a push

the progress

into

it

from beginning to

So I never really saw it as anything that I didn't

.
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It was sometimes awkward because I
doing different things.

Like

wondering why I'm being.

.

(the other student teachers)

.so strongly observed.

sometimes probably them wondering,
teacher

lacking?

wrong?

I don't know.

it.

saw so many people

well

And

is our mentor

Or is her mentor teacher doing something
I

felt

like I wasn't going to change

I knew I was not going to go in there and say

minute,

this has got to change."

.ten interns before me.

"Wait a

She had told me she had.

She's not going to do something

with me that she didn't do with the others obviously.
just felt like this woman knows what she's doing.
knew she was great.
great.

I watched her teach.

so

She's so good.

lucky to have her around."

felt awkward about

it.

I

getting extra attention.
convince myself,
thinking,
handle it.

You're going to be

So sometimes even though I
I'm

.That's what I think I tried to

"Why don't I have my own grade book?"
I'm a big girl.

if

now,

I'm glad it happened.

I couldn't do it.

They wouldn't have
But.

.

.if

I mean I

learned more by having her there.

sheets of paper every single day.
it.

"Oh,

even though at the same time I was

this

I

I knew she was

felt it's a good thing.
.

And I

And...I

But I also was hearing it from everybody.

she's a great teacher.

.

let me do

I had to say right
learned so much.
I got those

I

I can

Maybe

little

stopped to think about

Like maybe some of the other student teachers did

something that didn't really work well and maybe they
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didn't,
and

maybe they couldn't really realize

look at it,

it,

to step back

when I had somebody stepping back and

looking and see how exactly things were going.
.

.

.1 would watch for,

enthusiasm.

.

.

a lot of

it was

.She always kept the room.

just a real
.

.up.

And

if

somebody put their head on the desk that wasn't acceptable.
Somebody was,

and she would tell them.

She'd

[say]

"We're

on this page."

If she had to go over and flip a book open

for them,

[say]

she'd

would see her]

"Here we are,

waltzing around.

total physical response?

.

follow along."

.Have you heard about the

I think she must have read a book

about that because she has things for that.
them moving like body parts
moving their arms

in learning.

.

in directions of accents.

word and they'd have to put which accent
embarrassed to do

it at first.

here and jump around and dance."
She'd have French music.

[You

.

I said,

it

Just getting
.She has them up
She'd say a
is.

I was

"I've got to get up

And singing.

They sing.

.and you know they do something

written,

because she always tried to apply all the skills:

reading,

writing,

did.

.
I.

listening and speaking to everything she

.1 mean some of the things would just blow my mind.
.

.was trying to do the things that she was doing so

they wouldn't have such a dramatic change.

But adapting

them to something that maybe goes with me a

little bit

better.
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.

.

.So I'm trying to think of how I did things a

different,

[pause].

.

.1 did a

lot of partner work.

lot

I think

maybe I did more partner work than she did.
.

.

she was,

.As

far as discipline,

much,

talk is okay.

much,

I was much less strict than

much less.

To me a certain amount of

During the whole class,

supposed to talk when she's up there.
an assignment,

students are not
The whole,

they're not supposed to talk.

a

lesson,

If she's

just

passing back things from the day before they're not supposed
to say anything.

If she hears whispering she'll stop them.

I don't think that's a problem at that point,
showing them anything?.
socialize.

.

.1 was

in school.

'cause I'm not
I

liked to

I mean I don't think that at that point,

I'm not presenting anything,

when I don't think that there's

anything they should be listening to,

or getting out of

that there's no reason that they can't speak for a
minutes—softly of course.

it,.

.

it,

few

You don't disturb other classes.

But she ran a really tight ship.
bit of that as

when

And I didn't mind a

little

long as when we were ready to get down to

.they were

into it.

Which sometimes was a

little bit

uncomfortable for me while she was there.
.

.

.If I

look at the men student teachers that

-and I don't know if

it's because

it's just their

I know-

individual

personality—but I think they would have been much quicker
to run a class the way.
it would be,

.

.they had previously thought that

instead of going along,

to try to.

.

.keep the
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status quo.

I don't know,

sometimes

trying hard not to think of
know what I mean?

it's hard because I'm

it as their personality,

Like the guys

strong personalities anyway.

do you

in the seminar have very

I'm trying to think.

.

.if a

man who was more laid back might not have been as strong as
they were.

But I think that probably they would be more

likely to speak up and say that they wanted to do things
this way.
Stu.
Steve.

They wanted their own grade book.

Stu has a very strong personality,

I think.

"Oh man,

laid back.

no,

no.

they would tell their mentor

I don't like this."

Victor's more

He might have done the same thing I have.

That's kind of an interesting thought.
tend to think of him as more
flow of things.

like me,

.

.

I don't know why I
like following the

I think that being as much of a follower as

I was during the experience,
sometimes

I

they would never go for that."

They would tell their students,
right away "No,

.of

and of course

And when I think of the men student teachers

automatically think,

.

it seemed like.

me a chance to do.

.

.

I think that even though
.1 do my own thing now,

it gave

.my own thing when I did want to,

do something else also?

Because if I would have gone

but
in and

just automatically dived in and did exactly what I wanted,
wouldn't have seen.

.

.what somebody else does and try

things that somebody else does?
end I

I

And

[as]

I

said,

toward the

started doing more things that I wanted to do,

things the way I wanted it.

And then,

as

running

I go now into
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teaching,

I'll work with my own but I've had more exposure I

think than a
.

.

lot of people would have.

.I keep thinking of the male student teachers as

just having done it off the bat.
this be done,

this be done,

having decided,
first

[laughs]

Just say I'd rather that

this be done.

Just basically

I want my mentor teacher in there for the
two or three weeks,

then out of the room.

Or.

.

give me feedback,

and

.deciding the way they wanted

it and having no problem vocalizing it.
You know you always hear about a woman boss.
boss

is thought of as being very authoritative and a woman

is thought of as being a bitch

[laughs],

I think that a man who tells a man,
teacher goes

planned,

think that

said,

maybe a male student

[is thought of]

if I

say it,

like

as being well

Taking control of the situation.

what he

Whereas

I

it would be more like this person is

coming in and trying to run things.
.

like that.

being very expressive of what he's doing,

wants to do.

.

things

in and kind of says exactly the way he'd

the whole thing to run

I

A man

Something like that.

.1 was afraid that I would be thought of as rude
"Please don't come into my class."

if

Especially when

I knew that my mentor teacher wanted to be there.
Analysis of Catherine's Profile
Three major themes
teaching experience are

in Catherine's story of her student
(1)

relationship with Francine

the
(2)

intensity of her
the ambiguity Catherine feels
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about the relationship because of the conflict between the
embarrassment she feels,

particularly in front of her

student teaching colleagues,
Francine,

over her dependency on

and her recognition that her

"attached-at-the-hip"

relationship with Francine not only widens,
understanding of teaching

(3)

but deepens her

the conflict between her

desire to fashion strong relationships with her students and
her equally powerful desire to sustain her connection with
Francine.

Their relationship

That Catherine

is complex.

is pleased with her choice of mentor

clear.

She admires the energy and thought that Francine

invests

in her teaching;

she is

is

impressed with how Francine

organizes the transition into her taking over classes;

she

appreciates the immediate response Francine offers to her
teaching.

She

"loves her to death."

Catherine's

intuition

tells her she learns much in relationship with another,
this case with her mentor,
harbors

in

while at the same time she

feelings of embarrassment that she appears to be so

dependent on her mentor.

What she does not realize

is that

her mode of thinking and learning corresponds to what
current scholars of women's development claim is women's
preference for
might be

learning

(Gilligan,

1990).

If she did,

she

less concerned with what others are thinking of her

or whether she is
her own wings."

losing out on something by not
In addition,

consciously aware of

"flying on

what she does not seem to be

is that scholars over the

last two
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decades,
others,

like J.

B.

Miller

(1986),

Gilligan

(1990)

and

have challenged the appropriateness of measuring

human development on a model which asserts that reaching a
state of autonomy and independence are the highest stages of
development.
model.

Instead,

their studies offer an alternative

Becoming an independent female

is

linked to becoming

interdependent and becoming nurturing and caring.
nurturing and caring stage which Gilligan

(1990)

It

is the

and J.B.

Miller offer as the mark of the highest stage of human
development.
Catherine has adopted the belief that a person who
"taken care of,"

as she has been by Francine,

incompetence or weakness,

which,

with being treated like a

little girl,

men student teachers,
allowed more autonomy.

in turn,

is

has exhibited

she associates

in contrast to the

whom she perceives as having been
Therefore,

she reasons,

they are

more mature and more accomplished at this stage of their
student teaching than she
She has not
that

it

possible

is.

learned to see that it

is through attachment that
(Gilligan,

is possible to think

independence becomes

1990 and Miller,

J.B.

may not be conscious of this phenomenon,
is pulled to

it,

like the tide.

three different places

in the

1986).

Catherine

but she certainly

For example,

she says

in

interviews:

-At the beginning I think I really followed her
teaching style.
And then I started developing my own
activities.
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-Maybe I learned more by having her there.
-I think that being as much of a follower as I was
during the experience, I think that even though
sometimes it seemed [as if] I do my own thing now.
It
gave me a chance to do. . .my own thing, when I did
want to, but do something else also?
There is an ironic twist to the relationship with
Francine.

On the one hand,

Catherine wants to be attached

at the hip as we pointed out above.

On the other hand,

if

she stays attached at the hip,

she adheres to the policy of

speaking only French in class,

which Catherine sees as an

obstacle to creating attachments to her own students.
short,

In

it is the respect she carries for Francine's teaching

methods which bonds Catherine to Francine.
learning principle which Francine clings to,
questions,

Yet,

the one

which Catherine

is the "Speak French in my class" rule.

Catherine sees how that rule might serve as a barrier to
building personal relationships between her and the
students.

Catherine's desire to teach French has roots in a

strong bond she created with a high school language teacher,
Mrs. Mosier.

In the first interview,

she talks at length

about how important her relationship with her high school
French teacher was to her.
She told stories of school trips to France with Ms.
Mosier and her enthusiasm for French culture and history
which Catherine took advantage of by traveling through the
museums as Ms.

Mosier's companion,

rather than going off

with her fellow classmates who were not so interested in
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French art and culture.

The memory of this close

relationship was strong motivation for Catherine's choice of
a teaching career.

Here then is a situation where the

strong desire to maintain and make connections causes a
dilemma for Catherine.
"apprenticeship,"
stand on this

However,

by the end of her

she begins to take her own independent

issue—not openly,

not confrontationally,

so

as to destroy her relationship with Francine—in order to
maintain her relationship with herself.
There are three striking characteristics of Catherine's
relationship with Francine:
relationship

(2)

(1)

the reciprocity of the

the responsiveness

in the relationship,

(3)

the degree to which Francine gives Catherine permission to
fuse body and mind in her teaching,

(4)

the ambiguity

in the

relationship over control.
It does not appear that Francine asks Catherine to be
in a subservient position,
relegated

a position to which women are

in a patriarchal society

that Catherine feels as

(Miller,

J.B.

1986),

if she were subservient.

At one

or

point Catherine says,
It is hard to say if things are my idea, because
sometimes Francine and I would just sit together and
brainstorm. . .1 think. . .one of us suggested and the
other one just built on it. . .
While Catherine does not report that Francine ever said,
learned from her,"

nonetheless,

according to Catherine,

Francine seemed to take her work seriously and
her

ideas

"I

into the planning for the classes.

incorporated
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Francine and Catherine actively responded to one
another's work.
feedback,
mentor,

Francine gave her student teacher constant

while Catherine,

by listening and watching her

responded by adapting her

ideas and plans.

Women

scholars agree that women seek meaningful connections,

that

is connections which are built on collaborative exchanges,
and positive and supportive responses.

A commitment to an

aesthetic and holistic approach to curriculum

(Grumet,

1988)

helps bind several of the relationships between cooperating
teacher and student teacher together.

In Catherine's case,

it is Francine who initiates this attitude toward curriculum
and Catherine who takes risks,

edging towards a more

encompassing idea about what is possible when teaching
includes methods which do not create dichotomies of body and
mind or feeling and intellect.
There are complexities and contradictions

inherent

in

this reciprocal and responsive relationship which makes

it

human rather than "perfect."

Catherine senses that tension

from the beginning when she wonders about the
nurturing,

affiliative relationship with Francine

contrast to the more
have.

She believes

the hip;"

limits of the
in

independent feelings her colleagues
in the benefits of

she also doubts.

"being attached at
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Other Participants Who Establish
Collaborative Relationships
The purpose of this next section of the chapter is to
explore the details of the experience of other women student
teachers who experienced a close affiliation with their
cooperating teachers.
Along with Catherine,

the women who enjoyed the most

collaborative experience were Dee,
school practicum,
and Gwen.

Lee,

during her high

during her middle school practicum,

(Gwen was the only one of the group with a male

cooperating teacher.)
common was

Maureen,

(1)

What all these alliances had in

the cooperating teacher considered their work

with the preservice teacher a part of their job
degree of sharing and planning of curriculum,

(2)

(3)

a high

a feeling

on the part of the student teacher that her cooperating
teacher was learning from her,

(4)

the cooperating teacher

was highly responsive to the work of the student teacher and
took the student's work most seriously
collaborative,

(5)

support for a

non-linear approach to the teaching content

and the learning process.

However,

none of these women

expresses quite the struggle that Catherine had between her
conception of what a student teaching experience ought to be
(more autonomous)
Francine.

and the realities of her experience with

Francine was more of a director than the

cooperating teachers with whom the following women work.
Dee,

an older student in a special program for non-

traditional students at a women's liberal arts college,

does
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not hint at any tension in her relationship with Nellie,
veteran art teacher.

While Nellie,

task of "mentoring" seriously,
than a director.

like Francine,

a

takes the

she acts more like a coach

Two stories illustrate what impact

Nellie's wise coaching has on Dee's learning experience.
the first incident,

In

Nellie offers sound advice for helping

Dee out of a slump in her teaching.

Dee became discouraged

because her art students have expressed dissatisfaction with
her art project assignments.

They want to do tracing

projects like the ones assigned to students in the class of
another art teacher who uses her room.

In conversations the

other art teacher has told her that she is expecting too
much of her students.

Nellie intervenes in a manner which

is simultaneously nurturing and "freeing" for Dee.
And one day I was so frustrated I was almost thinking
well maybe [the art teacher across the hall] was right.
Here I am, knocking my head against a wall to make
creative lessons, demanding some creativity out of them
and some work out of them, something that is going to
require some effort, and something that is going to
require them to, to actually try something different
and actually try
to use their minds and any creative
ability that they may or may not have. ..yet they would
look around the room...at his kids' work. "Why can't we
do that?"
And of course I didn't want to put down the
other teacher and Nellie didn't either. . .At this
point I was starting to question my [teaching].
[Nellie suggested that I] go around and interview other
art professors.
She was excellent, excellent. That was
her suggestion.
And it was good. I found it very good
because I was. . .at a point in my student teaching
where I was confused about my philosophy of education
or my philosophy of art education in particular.
I
thought I had one when I went in, and I thought I
believed in one.
But, halfway through, I was starting
to question it.
I interviewed. I sat down and wrote
questions about things I was thinking to ask them.
Do
they believe there is value in giving students projects
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that are challenging?
Is there value in giving
students projects that are easy, anybody could do?. . .
Should you change a project in the middle of the
project because a few people are complaining about it,
and that was a key too.
And most of the. . .people I
interviewed about art education felt that no, it was a
cop-out to just give them color, copy, draw, color and
copy projects.
So that kind of reaffirmed my initial
ideology and my initial thinking.
Nellie had a knack for setting the stage for Dee to
discover the solution to her own problems.

She

is

consistent with this approach in this second tale,

where Dee

gives an example of how she incorporated Nellie's advice
into her teaching.
[Kids were having trouble with proportions].
I gave
them a handout to help them remember the proportions of
the human body.
That it was three and half heads to
the waist generally.
You may not think of this, but
there are ways of measuring that give them. . .because
people tend to draw, when they first draw, the arms too
short and the legs too short, the crotch way down here.
You have to get them to really look.
Okay, use the
head as a measurement and for a woman it's about three
heads to the waist.
For a man it's about three and a
half.
It's about six to the knees.
We did this with
them. . .Art is all about vision. . .It's about how we
see the proportions and everything.
Abstractions are a
whole other thing but. . .all abstract artists at one
point started out learning how to use their vision to
see things the way "they supposedly are.". . .It gave
the kids a more tangible way to start, for most of
them. . .For the ones that really needed that
structure, it really helped.
And I would have never
thought of teaching it that way.
But [Nellie] had the
experience to tell me that. . .was a good way to teach
it.
But she had a lot of good ideas.
I would use her books
for reference.
We would talk about them.
[The lesson
planning] was kind of a combination. I always discussed
it with her and she might give suggestions.
She
actually gave me a lot of free reign but gave me
suggestions when I asked for them.
And sometimes [she]
kept her mouth shut and wanted to see what I came up
with.
She would tell me "I know what I'm going to do.
You show me what you're going to do."
Sometimes I'd
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get frustrated like "Just tell me!" [laughs]
And she
wouldn't.
She'd say "No, you think of it yourself."
She was a teacher's teacher all the way, and actually I
learned a lot from her and I appreciated it in the end.
I really did.
She had a lot of resource books and she'd say "Go to my
filing cabinet.
You come up with something out of your
own.
'Cause this is what you're going to have to do
when you're a teacher."
And she was right.
Another characteristic of Dee and Nellie's
relationship,

other than Nellie serving as coach,

Nellie's willingness to serve as a co-learner,
who could learn from Dee,
confidence

was

as someone

which serves to give Dee some

in the contribution she will make to teaching.

She found that some of the projects I did got the kids'
interest and then taught them things.
And she liked
that.
She was having trouble finding some things that
got their interest.
And that they were able to do—so
hopefully I'll be able to bring that new enthusiasm.
She has that too. . .And she started [twenty-five years
ago].
I couldn't have asked for a better cooperating
teacher.
She really taught me a lot.
Maureen's relationship with her cooperating teacher
science,

during her student teaching experience

suburban high school,

is similar to Dee's.

in

in a

Like Catherine,

Dee and Maureen experience a collaborative association,

but

their cooperating teachers are less directive than Francine.
They balance between being overpowering
and direction,
liberating.

in their attention

which in some sense Francine was,

They act

and facilitators.

and being

less as directors and more as coaches

A detailed description of two moments

Maureen and Naomi's affiliation

illustrates.

in
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We were playing this game [in biology class], like a
role play in the genetics section, and I thought I had
it all planned out, and when I got down there and I
tried to do it. I didn't have it all planned out.
Naomi was right there [saying] "Okay, this is what we
need to do."
She stepped right in and fixed it all up.
And one of the kids says to me. . ."Miss Flynn wasn't
prepared today."
"I know, thank God Ms. Archer was
here, huh?"
She [just] asked me a couple questions
about it and. . .1 didn't think of that.
And that was
like one of my first lessons in learning how to prepare
for a class. . .1 learned to break it down minute to
minute.
"Break it down minute to minute.
Go through
in your head what you're going to be doing every single
minute, what you're going to be saying, what other kids
are going to be doing while you're saying this, how
you're going to counteract their behavior, I mean
minute to minute," [she said].
Naomi

instills

in Maureen the need for planning,

the details of how to go about planning,

so the task does

not seem so daunting to a beginning teacher.
Nellie,

as well as

Naomi,

treats her student teacher as a colleague,

feeding her ways of doing the work of the teacher,
teaching her a process.
Naomi

Finally,

and most

like

not just
but

importantly,

is supporting Maureen's own ideas.
. . .We did some really neat things.
Naomi was really
inventive.
I would go through all the resource
materials and pick out things that I would think would
be really helpful to cover the material in the book.
At first I'd show them to her and [say], "Well, this is
what I was thinking.
This was where I was going with
it," because she had one of my classes before I took it
over, and she wanted to keep similar things going.
And
she'd be like, "Okay, and I like this, and I like
this," she goes, "but what about this?
And this is
what I have;" It was really great.
It was a lot of
sharing.
You wanted to make sure that [the students]
got to do different things at all times, so for one
unit, we were working with molecules.
They cut out
molecules and got to paste them together and tape them
together.
We did ecology projects and they had to do
huge group posters, and do an oral speech together.
[Teaching] is an amazingly difficult job and there's
some people that just do it and make it look so simple.
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. .Very simple.
Very simple.
She was amazing.
And I
think other teachers make it look so simple, yet I
don't think they're as effective.
So that's something
I find just as frustrating.
I don't know if [student
teaching] meant anything so much as I really learned a
lot.
It was through Naomi's close attention to her student
teacher,

her constant presence and availability,

attention to detail,

her

and her modeling of good teaching that

Maureen's appreciation of the complexity of teaching
evolved.

Finally,

I

suspect the fact that both Dee and

Maureen's

feeling that they were

learning something

is

critical to the growth and development of a promising
teacher.
Lee,

like Dee and Maureen,

enjoyed her middle school

student teaching experience because the social studies
teacher with whom she worked saw her task with student
teachers as an extension of her teaching.

This array of

student teachers was engaged in a reciprocal teaching/
learning relationship,

where they had the opportunity of

collegial planning and they felt they were teaching the
cooperating teacher as well as being taught by her.
. . .Working with a woman cooperating teacher was a
very different experience [than working with Jack in my
first
practicum].
(We will hear about Jack in the
chapter which follows.) Lynn gave more of her time and
energy and thought.
Especially the first couple of
weeks.
We'd set aside twenty minutes during our free
period and go over the lessons.
And she. . .always,
made sure to not start with a negative and stuff like
that.
Lynn saw it as an added part of her job to be a
cooperating teacher, so that she took time to reflect
upon things and was always very excited about showing
me lessons she had worked on and sharing her work
plans.
She was very engaged in the project of
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education, which was a whole different thing.
And she
was encouraging of me trying new things.
She always
wanted to learn new things from me.
[pause] I didn't
think nearly as much about being a woman at Deer Valley
Middle School as I did at Mill City with Jack.
Embedded in these four women's stories is evidence that
through these collaborations,
distinct from the other,

though each of them is

student teachers learned the

details of the craft of teaching and planning.

They felt

encouraged to risk and experiment with interdisciplinary and
innovative methods,

and experienced the satisfaction of

cooperative teaching and mutual respect—characteristics of
sound teaching and learning environments that women
particularly appreciate according to Belenky et al.,
and

Grumet,

(1986)

(1988).

While I have said collaborative,

nurturing

relationships are essential components of women's lives
(Gilligan,

1990; Miller J.B.,

1986),

I would never say men

are not capable of such relationships.

Gwen,

student teacher at Hillside City High School,

English
is the one

person from this set of collaborative teams who had a male
cooperating teacher.
(1986)

He had a knack for what J.

describes as a female characteristic.

described by Miller,

"tr[ies]

B.

He,

Miller

like women

to interact with others in

ways which foster the other person's development in many
psychological dimensions,
intellectually.

.

that is,

emotionally and

.This kind of interaction builds

other person's psychological resources."

the

He seemed to
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understand that

it is

in relationship that people

learn.

Gwen describes her experience.
You get so isolated, and one of the great things about
having a cooperating teacher is that you also have this
relationship.
You have this person you can share
things with all the time.
You have this person who'll
brainstorm with you and help you come to solutions.
[He even said], "Don't we wish that we could apply as a
team somewhere, and always have that support?”
I don't know what's it like when you're actually
teaching if you can find someone that you can always be
brainstorming with.
I don't think I could stay as
fresh and as enthusiastic if I didn't have this person
with absolute faith in me, always telling me "You're
doing the best that you could be doing."
Or, "Do you
realize, do you realize how good what you just did
was?"
Sometimes I'm say,. . ."I guess that went okay."
He says "That was really great.
Look at all the things
that you were working with and look at what you
accomplished."
And he points out some of the things
that I do that work.
Sometimes I started getting
irritated, because he wouldn't tell me things that
weren't working.
And there was a period where I
thought he's not doing anything for me.
But now I
realize that what he's been doing is he's just been so
empowering.
He's just shown so much faith in me that I
almost couldn't help but go in there and have
confidence.
Gwen does not miss the irony in the midst of this
discussion that earlier in the interview she has claimed she
felt more comfortable with and more supported by the female
teachers at Hillside City High School.
And, in my mind, I jump to this idea that teachers are
understanding and you can talk to them.
And it's
really weird because then, in my mind, I see all the
female teachers and my cooperating teacher.
Now
[laughingly] is my cooperating teacher really a woman
in disguise and all the other men are really men?
Or
is it just the fact that I got to know all those people
and so I feel safe with those people?
He happens to be
one of them, and really I don't know these other men at
all, and maybe they are all open.
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Gwen claims that one of the reasons she chose Paul with
whom to teach was because she had observed how he related to
his students.
So I went in to observe one of his classes and the
first thing I saw, as I walked in, was there was this
wonderful relationship between the students and him.
And that there was a lot of humor being used in there.
The kids seemed really comfortable.
That there wasn't
really a huge change in energy from standard classes to
the honors classes.
And, in fact, that he taught two
of the classes the exact same way, that were supposedly
at different levels.
So I felt really comfortable
being in the class.
I felt comfortable with him.
I
went to another place where there was a teacher who was
really very compelling intellectually, but I felt more
of a formality and a distance with the students [and I
chose not to work with her].
She observes

in detail how he works with students:

If something was going on with a student, he would say
something to them as they came in.
If something seemed
seriously to be going on, like really withdrawn or if
they were acting out during the class, he would ask
them to stay and speak with them.
Or if they missed
three or four days during the week and he knew that
they were cutting one of the days in particular, "Sit
down.
Something is going on with you.
I know it is.
I'm
concerned about you.
Can you, can you feel safe enough
to talk to me about this?
Because I want to make sure
that you're safe, and I want to make sure that you get
the most out of class."
And I saw him do that three or
four times my first week. . .
And then I noticed there was a girl in the class who
seemed to be taking some pretty heavy duty drugs.
She
was really in another zone.
[sighs] A girl who could
definitely function in, right then even in the tracked
system that she was in, could jump tracks and go into
the honors.
But somehow identified herself as a
failure and I guess was doing what it took to stay a
failure.
And I said to him "I can tell she's taking
something really heavy duty.
She's not in the
same reality that we're in."
And he said "Well,
then we need to talk to her."
So that was kind of my
first time.
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Gwen then takes
confidence

the

she has

risk of
gained

relationship,

from watching

based

on

the

Paul.

It was still the first week that I was there, and the
two of us spoke with her after class.
And, at first,
she got kind of angry and avoided me for a week or so.
And now we have a great relationship.
It took a while
for her to come back in, and she really believed that
we were concerned about her.
And we followed up on it
and let her know.
When she seemed to be more stable,
"You're really looking better now.
Wow, you're really
getting involved.
Those are great questions.
It's
nice to see you like this."
So I learned to do that
from him.
Gwen
for her

admires

not

her

cooperating teacher

only how to

form bonds with

granting her permission to make that

an

for his modeling

students,
integral

but
part

also
of her

teaching.

Conclusion
Catherine's metaphor to describe her relationship with
Francine was

she

"felt

affiliating,

tying to

lives,

not because

of

original

the

practiced

connected
However,
culture

culture.

because
"being

of

our

attached

is perceived as

eleven

ambiguous

is

Connecting,

at the center

of women's

our biology,

It

connected and,

to human growth
of

others

at the hip."

but because

relationship with our mothers

in our

originally

of

attached

is

unlike men,

at the hip"
a hindrance

about her

which

is

as

in

the
it

to

is

be

(Chodorow,

1978).

our male

oriented

rather than an

particularly after

one reason Catherine

affiliation with

nature

to whom we were

continue

common gender

and development,

or twelve,

our mothers

of

Francine.

advantage
the
is

so

age
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Yet if we

look at the positive results of the

relationships between Maureen and Naomi,
and Lynn,

and Gwen and Paul,

traditional

Dee and Nellie,

Lee

it is hard to follow the more

line of reasoning of developmental psychology.

Jean Baker Miller

(1986)

insists we reconsider the

conventional wisdom and consider connection and affiliation
as an asset rather than a

liability.

In which case,

could then say the cooperating teachers we have met

we
in this

chapter are engaged in a relationship that works toward the
enhancement of another,

and the student teacher

is engaged

in a relationship that works to enhance her personal
intellectual development

(Miller,

J.B.,

1986).

I

and

shall

discuss the implications for this altered way of viewing
personal development

in the final chapter.

While the nature of their affiliations with their
cooperating teachers was central to the participants'
construction of their student teaching experience,

none of

them had an experience which was an exact replica of the
other.

While we can notice the common characteristics of

the relationships
in this chapter,

in the cluster of

interviews that surfaced

it still appears there are as many

permutations of that relationship as there are combinations
of teachers and student teachers.
generic patterns,

or categories,

However,

there are some

of relationships that were

represented in the study of sixteen student teachers,

which

included twenty-five student teacher/cooperating teacher
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combinations.

Students either experienced some rendition of

the collaborative relationship,

somewhat similar to the

Catherine-Francine relationship,
of laissez faire relationship,
"Here's the room.
fact,

or they experienced a type

where the mentor said,

Here are the kids.

Go to it"—but,

in

dominated the activity of the student teacher in some

way through much of the student teaching.

We will

investigate the particulars of the laissez faire
relationships,

which turn out not to be such hands off

relationships,

in the next chapter.

It is the contrast,
Dee,

Maureen,

between the affiliations Catherine,

Lee and Gwen experienced and the relationships

that other student teachers detail,

in the next chapter,

that furnishes us with further insight into the gender
issues embedded in the student teacher/cooperating teacher
associations,

and the effect that gender has on the nature

of the teaching and the learning environment for these
sixteen women student teachers.

CHAPTER

IX

THE EXPERIENCE OF A NON-COLLABORATIVE RELATIONSHIP

"Here,

Teach."
Maureen Flynn

Not all sixteen participants had the experience of a
collaborative relationship such as those described in the
previous chapter.

Instead,

there is a significant cluster

of women who worked with cooperating teachers with whom they
did not bond or affiliate.

In fact,

if being a successful

mentor to a practice teacher means establishing a
relationship,

these women did not student teach in such a

learning environment.
then,

In contrast to the previous chapter

this chapter focuses on the nature of a student

teaching experience that lacks a reciprocal or responsive
relationship between student teacher and cooperating
teacher.

When all the interview material on the topic of

cooperating teacher relationships appeared,

there was a

definite split between those twosomes that became engaged
with each other and those in which the cooperating teacher
simply said,

"Here is the room; here are the students.

Go

teach."
While the point of this research is not to offer
generalizations based on quantitative evidence,
significant,

it is

in describing the experiences of these sixteen
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women that a large majority of the pairings represented in
this chapter represent a male/female duo,
collaborative relationships,
female/female duos.

whereas the more

in all but one case,

Interestingly,

each participated in two practica,

were

Maureen and Lee,

who

when comparing and

contrasting their experiences note the differences in the
approach of their cooperating teachers on the basis of their
gender.

I will discuss the implications of this at the

conclusion of the chapter.

Maureen Flvnn
Twenty-three-year-old Maureen grew up in a Boston
suburb.

During her high school years she belonged to every

possible activity in high school:
student government.
interview,

cheerleaders,

sports,

While waiting to meet her for her

I read and re-read the trophies in the display

case in her high school,

where she is presently working as

an aide in the special needs room.

I spied Maureen's name

on a plaque that honors the most outstanding citizen of the
senior class.

After high school,

Maureen spent one year in

small prestigious private liberal arts college,

but

transferred reluctantly to the university for economic
reasons.
She bubbles with energy and laughter.

In the midst of

one of the interviews Maureen mentioned she had only one
brother.

I exclaimed,

from a huge family."

"But you just sound as if you came
"I do."

She then went on to tell me
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about her dozens of cousins who spend a "wonderful" week
together on the Cape each year in a tiny little house on the
beach.

"I want family," says Maureen,

and that is why she

is dubious about going into teaching.

Because she had such

an outstanding cooperating teacher in her first student
teaching experience,

Maureen recognized how much work and

time teaching takes.

Conseguently,

she is not sure she

wants to give up that much of her family time.

She was the

only woman in the entire group of participants who said,
want to be a mom,
not impossible,

and now I see it would be difficult,

to balance both jobs.

.

"I

if

.both professions.

Both are life's work."
Maureen's second practicum experience,
in a middle school,
Hornville,

teaching science

took place in a small high school in

in a more rural community than her first suburban

placement.
Maureen's Profile
When I walked into
"Here,

teach."

my classroom,
start with

That's what he did.
teach."

.

Jack

.to me.

".

[said],
.

.Here's

And that's all he did for me.

[the students]

whatever you want."
mean,

[the science room],

with whatever you want.

"You

Just do

And I was just totally on my own.

he would've been psyched if I said,

over all the classes right now."

"Fine,

[Instead]

I

I'll take

I said,

"Well,

I'd like to observe for a little while." So I observed for
about three days and then I took over my first class.

And
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then the following week I took over my second class and,
even a week later,
class.

maybe a couple days,

And it was all,

[the students]

not

I took over my third

"Here's the book,” and,

"I just want

to get through this and this.”

It was hard because as much as he wanted me "do
whatever you want," he'd sit in the back of the room and do
this raising hand thing.
ask me.
way,

.

"Oh,

but Miss Flynn,".

.or point out something,

constructive criticism.

.

.and he'd

or say it in a different

which in my eyes, wasn't really necessary.

gotten the information across.

.

I had

.1 told him I don't mind

I don't mind help.

But at one

point it got to the point where the kids were like,
Flynn,

you don't even know this stuff."

said.

"I just haven't been doing it for fifteen years like

Mr.

Hilton,

"Yes,

"Miss

I do," I

so I don't know as detailed ins and outs of it."

At that point he kind of realized that he was butting in
just a little too much.
[said],

.During one of the free periods he

"I think I was talking a little too much today in

class."

I

[said],

that's why,

I would

and I would say

"Constructive criticism is great,".
[prepare to]

[to him],

know about this?"
great," he'd reply.

"Oh,

.

.

teach what was in the book

"What else do you want them to

nothing,

nothing,

[he'd say],

what about," and I'm like,

.This is.

.

nothing,

that's

And then I'd get up in front of the

class and I'd teach and
about,

.

.all chemistry.

"Well,

"Well,

Miss Flynn,

what

what about it?"

.

I go back to review this stuff

.
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so that I have something to tell them.
me in front of the class.
you want me to tell them,
tell me,

'Oh,

well,

.

."Don't do this to

I asked you yesterday.
and now I get up here,

.

.what do

and now you

we'll tell them about that.'

You know,

I don't know all these things off the top of my head.".

.

.1

was never as hasty or as harsh-spoken as I just expressed
myself.

[Instead]

I say,

"Boy!

knew about that last night.
it

.

It would've been nice if I

." kind of joke around about

(laugh).
.

.

.He was a lecturer,

difficult for these kids.

and I thought he was really

I mean,

he'd talk and talk,

and

expect them to just take notes and he didn't really write a
whole lot on the board.
write down sometimes.
with

And I didn't even know

to

And so I did a thing that I learned

[my first cooperating teacher].

write out basic notes,

[what]

Naomi and I would

and you'd leave blanks in spots,

they'd have to follow along,

and you go in and fill in,

and
and

so it was like workbook stuff while you were lecturing and
talking but you'd keep their attention.
worked out really well,
great study guide.

.

.1 thought it

and the kids loved it.

It was a

They knew exactly what material was

important that they needed to know and understand,

and there

were places where they could work together on it and there
were places where they could work by themselves,
were places where they could just listen.

and,

there

There were places

where they had to go find stuff in the book.

They really
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liked it,

and he just thought that was being too easy on

them.
.

.

.For the most part the kids liked him.

humorous.

He was very funny.

He was

And he knew a lot of jokes

about the material because he'd known it for fifteen years,
so he'd make all those corny little jokes.
tell them.

"You guys,

And I'd try to

I just don't know the material that

well to be making these jokes about it."
done this for a long time,

.

.

."I haven't

and you have to understand that."

So we worked on a situation where I brought in joke books.
And at the end,
class,

we'd take five minutes at the end of the

and go through joke books.

like that,

you know.

But it.

.

It was very different.

.was difficult
I told Naomi

thank God I had her before I went there because I would've
just died
.

.

(laugh).
.He was always very complimentary.

doing a good job.
job."

[But]

teachers'

Don't worry about it,

you're

you're doing a good

I remember at one point we were in the

room,

and he said to me,

"Well,

doesn't like you.

.

really angry

him for saying that.

putdown,

"Oh,

[at]

that student just

.that's just the way it is."

And I was

I felt like it was a

and I didn't think it was appropriate in front of

other teachers,

and I didn't think the way he phrased it was

appropriate.
But,

you know,

he always.

.

.was.

He was the head of one of the teachers'

.

.really exhausted.
associations or
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something like that,
great break,

and he had so much work,

that this is a

and anything that I did would've been fine.

There wasn't sharing or coaching or,

there wasn't even a lot

of constructive criticism.

[when I student taught

At times

at the high school],

Naomi would be there in the back of the

room,

"Okay, what do you want me to look

for?"

and she'd say,

"What do you really want to work on today?"

So.

.

.it was me working on trying to get the material across to
the kids,

it was me working on standing in the room,

up and down the aisles,

observing all the students,

sure I get questions from males and females,
equal sides of the room.

.

.

have the resources that she did,

and he didn't do the projects and stuff,

weren't there for me to even say,

"Well,

The.

.

.resources

how about if we do

The books didn't have a lot of experiments.

There was like a couple periodic charts.
Another thing I find,
don't decorate a classroom.

.

.

guys don't decorate rooms.

old materials,

space to even work.

it was very different.

So,

There were no windows.

Which I hated.

They

And the counter spaces were all

taken up with old books,

different.

He didn't

and he didn't do a lot of

and so it wasn't there for me to find.

this lab?"

making

equal amounts,

But he didn't have a lot of lab material.

labs like she did,

walking

so they didn't have
Very

We had a skylight.

And so if you did anything with fumes,

you were just going to suffocate to death.

then

It got really
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gross in there.

It was very dreary.

I hated not having a

window.

That drove me nuts.

my own.

It was a nice break from the high school

teaching]

And I just.

in that it wasn't as intense.

.

.felt a lot on
[student

But I felt like I

was just biding my time to get out of there.
.

.

.It was definitely weird because I felt like there

were so many contradictions that he would make.
like he loved the kids,
teaching.

yet,

I don't know,

I don't know how to say it.

contradict his ways.

just great,

he really loved

.he just seemed to

As much as he'd love it,

(All through this section,
know what I mean?")

.

You know,

he'd hate it.

Maureen is asking me,

"Do you

Or as much as he'd think the kids were

he couldn't stand like the fluff part of it,

even though that's what was really important to them.
played basketball with some of
.

[the guys].

.He took them out one time for a game.

time.

The girls could go,

they didn't want to play.

He loved the kids and I think

if that was really true,

then you'd do it,

.

.

.to me,

I would think.

.

.

you'd express it

If you really loved the kids and you knew that

this is what they really like to do,
hands on things,

then you'd do more

and make the room colorful.

.

.and you

I don't know.
As I said,

.

.

but they're seventh grade girls,

but

know,

They loved it.
They had a great

that's really important,

differently.

He

there were a lot of things going against me.

.1 took over one of the only male

[positions in the
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school].

.

.they didn't have a lot of male teachers,

and so

I took over a male spot, which the males in the class hated.
.

.

.a couple of boys said,

and he was funny,

"Well,

[we want]

male teachers,

and we liked him."

What I did learn from him was the political aspect of
teaching.

And how the town was involved and all about the

unions because he was very much into the teachers'
and the politics of all the teaching.

.

.He'd talk.

about the meetings that he was going to,
happening,

and the budget cuts,

there at that time because they,
that they were having.

.

union,
.

.a lot

and what was

and it was really tense
all the budget cut problems

.

So there were a lot of negatives going into the
situation,
fair.

and that's why I said I don't know if it was all

And I would do it again just to really get a real

feel for it.
to me,

He was a nice enough guy.

so-to-speak.

background.

.

He was never mean

.Another thing is,

Biology was.

very opposite experiences.

chemistry wasn't my

[My two student teachings were]
Very different.

both good and bad at the same time.

But you know,

That's the way

everything is.
Analysis of Maureen's Profile
On the one hand, Maureen experienced a "Go it alone,"
"Here,
hand,

teach" approach to student teaching.

On the other

she found she really did not have freedom because Mr.

Hilton not only shadowed her teaching,

but corrected her in
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front of the students in ways that she thought were
insensitive to her need to establish her authenticity with
the students,

and in ways which I would call paternalistic.

While some of the collaborative teachers,
remained in the room,

like Francine,

she offered responsive feedback which

included what she saw that she liked and what she saw that
she thought Catherine might think about to refine her
teaching.
To her credit,

Maureen did not play "good little girl"

and ignore his "rudeness."

She addresses the issue head on,

though more assertively in the telling of it than in
reality,

she admits.

Differences in pedagogical theories are the center of
controversy.

Maureen,

in this chapter,

like the five other student teachers

questions the value of lecturing

by the cooperating teachers)
process.

(favored

in the teaching/learning

Most of the young women compromise because they do

not feel supported in experimenting with "new" approaches.
Maureen feels as if the methods Jack uses do not allow the
students,

or herself,

Consequently,

to "connect" to the learning.

her attempt to use Naomi's method for note¬

taking is a significant step,

representing an attempt to

help the students make more "connections"
1986)

to the material.

In addition,

(Belenky et al.,

what Maureen cherished

in her relationship with Naomi at the high school,
consistent responsive feedback,

she misses in the middle
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school experience with Mr.
experience less "intense."

Hilton even though it makes this
Naomi took Maureen's work

seriously; Jack does not do the same.
Shakeshafts's

(1987)

This reminds me of

work on women administrators where she

found women are more likely to offer helpful feedback in a
mentoring relationship

(1987).

Encountering the image of male teacher as joke teller,
entertainer,

or lecturer with a large repertoire of

anecdotes is a phenomenon several of the participants found
themselves having to face in order to compete for the
attention and loyalty of their students.

In addition,

what

struck Maureen as most dreary was the absence of the
resources that she needed to offer a varied and textured
learning-centered curriculum.
Finally,

Maureen,

who does not claim any allegiance to

feminism,

avoids a direct gender explanation of Mr.

Hilton's

behavior,

although she details stories of his acting like a

chauvinist in class and her countering his sexist comments
in front of the students in the classroom on at least one
occasion.

(For the details of that story see Chapter 7.)

She also notices the lack of attention to the decor of the
classroom,

which she does attribute to his gender.

Furthermore,

the fact that she began her story of Jack by

stating she had a male cooperating teacher during her second
practicum

("I had a male

[cooperating teacher]

at the middle
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school.

.

.")

could be a cue that she has an inkling there

are gender reasons for his manner.

Other Participants Who Experience
Non-Collaborative Relationships
Several of the factors which comprise the nature of
this experience for Maureen also surface in the experience
of the rest of the group of women
and Winona)
teacher.

(Lee,

who joined with a "Here,

Jackie,

Nancy,

Bea

Teach" cooperating

There is little or no collaboration or sharing in

regard to curriculum or students.
the relationship.

Dialogue is missing in

The women express contradictory feelings

about the absence of their cooperating teacher.
Nonetheless,

several of them yearn for an affiliation

through which they can develop their teaching.

Nancy,

nurse,

says,

coming into teaching as a second career,

wanted to be nurtured.
wing.

a
"I

I wanted him to take me under his

I wanted him to give me advice."

Each of these women

finds herself contending with a patriarchal image of
schooling

(lecturing,

chairs in rows)

the belief in teachers as experts,

with its emphasis on hierarchy rather than

collegiality and collaboration.

In effect,

what is missing

from these women's relationships are the opportunities for a
meaningful connection,

and a nurturing and reciprocal

learning environment which honors the aesthetic as well as
the merging of mind and body

(Gilligan,

1990; Grumet;

1988).
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As could be expected,
these stories together,

even though common themes pull

the separate scripts that each one

of these women writes take distinctive twists and turns.
For example,

some of these student teachers had no

communication with their cooperating teachers because they
had gone off to do other tasks,

like union business.

the cooperating teacher lingers

in the classroom,

watch like a father,
own."

but keeps a physical presence,

inside the student teacher's

women,

especially Bea,

keeping

"You are on your

Some find that the cooperating teacher

room,
or

even though he says,

Or,

leaves the

either outside the door

imagination.

Some of the

describe their student teaching as an

uncomfortable time for them because of the cooperating
teacher;
own,

others,

like Jackie,

even though she

thrive in student teaching.

is

left on her

Some of the women have

enough confidence to address the tension in the relationship
head on;

some avoid it.

A few participants edge close to an

understanding of how we can attribute the cooperating
teacher's behavior to the complex and contradictory nature
of the context of the public school.

Several of the women

interpret their experience as a gender-related

issue;

others

deny or resist that possibility.
As might be expected,

during the process of

reconstructing her studenr teaching experience,
Maureen,

Lee,

contrasted and compared her two cooperating

like
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teachers.

Lee,

a radical feminist,

attributed the different

approaches of Dick and Lynn to gender.
Lee Ennis'

Story

We came into contact most in the morning time.
.

.

say,

[pause]

.My relationship with Dick was predominantly social I'd
as opposed to like professional or geared towards

classes or students.

Well,

he'd gripe about other teachers

so I guess in that way it was professional.
.

.

.There were times when I'd try to get some ideas

from him or try to see if I could pick his brain in any way,
just to figure out maybe things that had worked in the past
or what was even expected in the classroom.

And his

response would generally be to send me to the stock room.
.which had lots of different.
books and whatever.

.

.

.textbooks and geography

And we never got the knack of like

talking through a lesson together or,

he actually never

really knew where I was at in any of my classes.

[pause]

But at the same time he didn't restrict me in any way
from doing anything.

It was a very cordial relationship I

would say,

on the surface and

another.

.He was very condescending and I allowed him to

.

be condescending.

[we were]

pleasant to one

And he didn't give a lot of feedback.

Sometimes when I'd come back from class trying to
figure out how I could incorporate
the classroom or how I could stop
disrupting the lessons,

[one of my students]
[a student]

into

from

Dick's response would very often be,
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"After twenty-eight years you still can't figure that out."
.

.

.He

[would]

throw his hands up in the air about things.

As opposed to encouraging me

[to think]

or trying to figure out a way,

through these things

he would often say "Don't let

that bother you 'cause it's just a reality."
And I'm sure that there's some truth in that.
was over-analytical about my classes.
it felt frustrating,
answers from him.
dialogue,

Maybe I

But at the same time

because I didn't necessarily want

I just wanted him to like partake in the

and he would step away from that.

But if he

didn't have answers he didn't really enter in dialogue.
didn't enter in a conversation to figure things out.

He

He

entered into conversations to show you what he knew.
And he didn't come into my classes very often at all,
but when he did

[laughs]

one specific time where

it was a disaster.
[the students and I]

a circle for the first time,
like class.

I remember the
were sitting in

and it was kind of

[a]

jumpy

People were going around in the circle saying

the term they had researched,

and everyone else was taking

notes or supposedly taking notes.
paying very much attention.

Peter and Mike were not

When it came to their turns

they couldn't say what they were supposed to say.
Afterwards Dick said "Now why do you think Peter and
Mike didn't know what was going
answers?"

And I said "Why?"

[on],

And

they weren't paying attention."

didn't know their

[he responded],

"Because

He'd ask questions a lot
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that way.

He'd ask the questions that he had the answer to

but he thought he was giving you an educational experience,
I think,

by letting you think you could come up with the

answer.

You know what I'm saying?

he knew he had his answer to.

He just wanted to see you

kind of suffer first for a while.
paying attention.
attention.
circle and.

.

He would ask things that

And so.

.

.they weren't

It was clear they weren't paying

.but it was the first time we'd sat in the
.

.1 thought it actually was a fine class

looking back on it.
So from that,

which is kind of early on,

I got the

feeling that he was not going to be that supportive of the
time that you need to get new things going.

Like the time

that you need to get kids comfortable with new things or,
the failures or mistakes or whatever that you need to—those
types of things that are necessary,
approving of.

And so then I'd feel.

he was not very
.

.skittish when he

came into the classroom because I knew that he wanted to see
people attentive,

and they weren't always attentive.

And

that wasn't always my primary goal all the time either.
Which is very different than my second experience in
which Lynn always said "If.

.

.this lesson doesn't work it's

not going to hurt their academic career."
attitude was,

Or.

.

.her

and she didn't mean it quite so callously,

"You have to fail along the way if you're going to get good
things going."

So that was not Dick's.
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At the beginning I kind of wanted him
classroom].
incident,

No,

that's not true.

in which I

[in the

After that particular

felt really uncomfortable,

proceeded to stay for the next two classes,
the same thing.

would never partake
.

which were all

And I was so all over those poor students

because he was sitting there.

circle.

And he would never sit

in any activity.

He wouldn't sit

and look down at everyone else.

could have made it a

lot more comfortable being

classroom,

So I kept him out.

I

think.

saying I kept him out.
being in enough,

I

he

in a

.

So he
in the

.That's

funny I'm

I probably criticized him for not

and now I have to admit that I kept him out

bummer.

It was a disaster
[pause]

in,

.He would sit like this voice of gloom and doom

off to the side,

[laughs],

and then he

[when he came

felt so undermined.

into class]

I was a

because

little nervous trying

a new way of doing something

in the classroom.

just not supportive at all.

It made me really annoyed with

him.

It made me afraid of trying new ways.

And he was

It made me

think that what I really do need is to have everyone paying
complete attention.

I knew that wasn't going to work,

and I

knew I wouldn't be able to do it even if—I knew I didn't
believe

in

probably do
.

.it

it that way,

and that even

it in that classroom.

So

if I did I

couldn't

it shook me up a

just didn't make me feel confident or competent.

kind of

immediately reacted

[by]

mak[ing]

lot.
I

sure that everyone

276
was quiet and to make sure everyone was on task.
wasn't fun at all.
students.

I wasn't enjoying myself.

sitting there.
classes,

I wasn't listening to them,

.

And it
to the

I was thinking of Dick

.So then when he left after the next two

he didn't say anything about being in class.

course my imagination was running wild with what.

.

So of

.he

wanted to say.
And he'd bring it up a couple of weeks
only brought up the negative points.
definitely very sensitive;

later.

.

.He

I think I know I was

I mean overly sensitive.

But his

way of feedback was by zoning in on what needed work and
stuff,

and not at all on what was going well.

I

felt

there was no way that I was going to challenge him,
he obviously had a
why.

He had a

lot of experience,

[but].

.

because

.that's not

lot of experience and he was older,

just thought that it would seem very defensive,

like

and

be very defensive.

I think I

felt very defensive.

think defensiveness

is a fine reason to respond to

and I
it would
But I

something.
And he was just so condescending.
learn anything.
his head,
was

Like I've never seen a new idea come up

in

and him in any way acknowledge that someone else

instrumental

in that,

or that there's a different way of

thinking than the way he's thinking.
the way his mind would be working.
up.

I've never seen him

.

And so I
.1

felt I knew

just need to grow

I kind of assumed his reactions before he probably reacted.

277
[Sometimes when we were talking in the office]

the bell

would ring he'd be in the middle of a tale which had nothing
to do with anything in school or even anything that I was
remotely

interested in probably,

way after the bell rang,

making

and he'd continue talking
[me think],

okay,

do I

offend him by leaving in the middle of his story to get to
class on time,
the end I was
[laughs]

or do I have to.

.

.wait it out?

just very easily leaving.

he ever really noticed if

And so by

I don't think

I was there or not,

so

it

doesn't matter.
Sometimes when I'd have concerns he would respond by
telling me a story about his,
[laughs]

on poor Dick.

I'm really being harsh

He's just what he

remember this one story about,
in response to,

well

is,

I guess.

I can't remember what

I

it was

that he talks to the students and he has a

special connection with them because he hangs out with them
in the hallways.
my reality,
"See,

at

.

.And all of this would fly in the face of

least what I had observed so far.

you don't see that.

things,

Lee."

It was.

..

an older cop talking to.
[It's]
me."

like

"I

You have to
just his way.
.

He'd say,

look for those
I

felt

like he was

.a young rookie or something.

just got the knack and you got to stay with

Or I don't know.

[long pause]

The way I responded to Dick was a major part of what

it

was being a woman student teacher because I responded by
listening to his stupid stories and by being diplomatic.

I
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mean getting my way in that I was successfully able to keep
him out of the class,

and able to do what I wanted to do,

able to have him think highly of me,
think in a way.

I could have been braver.

spoken my mind about not wanting to
time,

which

.if

'Cause he did not see having a

It was a passive thing.

It wasn't an active

You had a student teacher

so therefore you'd go to a few of her classes.
don't
ways

[sic]

I had

or thinking he was not

student teacher as a part of his job.
thing.

.

I

listen to him all the

or about wanting some support,

doing any work whatsoever.

is dubious

And you

have a student teacher so therefore you think of

in which a student teacher can learn or whatever.

It

wasn't an active process.
I would skirt him a lot.
which

is how I am with older men in authority.

directly say to his face
taking up my time.
Or

I was very indirect with him,

"Dick,

you're boring me.

I don't want to

listen to your story."

I would just kind of smile,

make him feel okay about himself.

my business

in the background.

they would have
indirectness

be

Then go about

And maybe a male student

teacher would have reacted the same way,

the

You're

how come you never have anything constructive or

helpful to tell me?"
pleasant,

"Dick,

I don't

but

I kind of doubt

listened quite as much as I did.
is definitely a big part of what

be within an institution as a woman.

I
it

think
is to

279
Analysis of Lee's Story.
striking;

Lee's ambivalence

is

she knows what she knows but she dares not be

forthright.

She thinks

like an adult,

she were subservient to Dick.
at another time she feels

but often acts as

if

She is at one time confident,

"incompetent."

She craves a

relationship that will support her innovativeness and offer
her collegial dialogue and response.
all-knowing,

fatherly wisdom,

conversation.

Instead she receives

paternal

lectures,

a one-way

She claims Dick left her alone at the same

time she relates stories of how he

inhibited her

inclination

to step out on her own with the curriculum.

Nancy Hall
Nancy student taught in her hometown city with a male
biology teacher
arrived]

"who left

[the classroom to her when she

and never came back" until she finished her

residency.

She has been an emergency room nurse

years but decided to enroll at State College
become certified to teach.

for fifteen

in order to

She continued to work the evening

shift at the city hospital while she did her student
teaching.

During the interviews she was never convinced that

thinking about student teaching as a woman made much sense.
Because Nancy works

in nursing,

her stories of her

schooling and working were like a case study
of women

in

For example,

in the history

another feminized profession in this country.
she did three years of study

in a city hospital

nursing school right after she graduated from high school.

/
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In those days none of the work she did in nurses'

"training"

ever counted as education credits and no college has been
willing to ‘acknowledge that work as worthy of credit.
She is currently involved in formulating and leading a
class action suit aimed at stopping hospital management from
abruptly disbanding a financial incentive program to
encourage nurses to work on weekends.

Management originated

the program to combat the nursing shortage in Massachusetts.
Many nurses,

like Nancy,

have taken advantage of the offer

and have a lifestyle dependent on this system.
While Nancy "loved" the students at Business City High
School, her student teaching experience soured her somewhat
because the students in her general classes seemed so
unmotivated to her.

She is considering teaching nursing

unless she could find a job in what she calls a more
"normal" school district.
Excerpts From Nancy's Interviews

-

My cooperating practitioner was a man, who'd been in
the system for fifteen, twenty years, a long time and
was frankly more interested in his other business
rather than teaching. . .And I was not at all impressed
with his methods, personally.
I don't think he put any
effort or any thought into it; he never stayed after
school for the kids.
Seemed to get along well, really
well with the kids.
The kids liked him.
But I think
they liked him basically because he gave them five
minutes at the beginning of the class, five minutes at
the end.
He didn't give them much homework. . .and he
really did seem to care about them as kids.
I saw
signs of burnout [in him] that I saw in myself as a
nurse.
So, at any rate,. . .1 observed for a week,
little less than a week, little less than two weeks,
and I took over his first two College Prep classes the
following day.
He stayed I think the first period, and
he never came back since that time.
He was never in
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the room, ever. . .He walked by a couple of times
'cause I saw him, but he said he walked by and checked.
. .And that was fine by me, because I do well by
myself, when somebody observes me I'm [a] . . .
basketcase.
I could have used. . .a little bit more
support on his part, in terms of the kids.
His
philosophy was make it simple, and at one point I did
challenge him on a couple of things, and he had to say,
"Well, yeah, I am wrong. . ."
And one point he said,
"Well, you know, it's better off to get half truth than
no truth at all" or something to the kids.
I don't
think he caught up [or was] abreast of what was going
on in. . .biology.
And what he taught them, or what I
saw, was a lot of what were in movies that I had
previewed.
I mean his lessons were based around
movies.
I don't know if that's right, wrong, or
indifferent, but that would not be my way of doing
things. . .And so I think I put a lot of effort into
it.
And he basically let me do what I wanted to do,
which was wonderful as well.
I mean I had a great
experience, basically, because he was that type of
person.
He said what do you want to do, and I said
well I would like to start out with something I feel
really comfortable with. . .He said what about
something in the medical field and I said sure, and he
said what about a cancer unit, I said fine.
It was
great.
I was comfortable with it, what I was talking
about, so it worked out well.
Then, when I was done
with that, he said what else would you feel comfortable
with?
I said I'd like to really do an environmental
unit.
I did it; it was great.
I really don't think there's a connection between me
being a woman and how [this student teaching
experience] fits into my life because I am a woman.
I've never known anything, anything else.
Being a
woman and teaching with someone who is very much a
chauvinist type guy, an old-fashioned chauvinist type
person, yeah, that had a lot to do with it.
I think
that he was a chauvinist, in a way, in terms of how he
felt about women.
He was just going through a divorce
and he was bitter on women to begin with.
What else
can I say about him?
I don't think that he took me
under his wing, or he nurtured me.
And I think he
could've done that. . .1 think he sort of treats
everyone [like that] that he doesn't feel is important
in his life.
You know, if I were a person that had
some political context and whatever, I would be a
different story to him.
You know, because he's in to
people who are involved in city politics.
He's in to
anybody that's important or knows people.
So, being a
woman in a secondary school with that type of teacher
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was difficult, I think.
Although, I think he sees guys
as one of the guys, and I think guys would relate to
him differently.
They wouldn't care about being
nurtured.
I wanted him to say, "This is my lesson
plan.
Why don't I stay and I'll teach it, and then you
see how you teach it to the next class."
I wanted
that; I wanted it to a certain extent.
Now I'm really
being inconsistent because I did like it when he left
in terms of my nervousness, but somehow there had to be
a happy medium.
I just don't think he was a nurturer.
He could've helped me in other ways and he didn't.
He
could've come in during labs or during projects when I
would not have been nervous in terms of teaching, but
he didn't.
He never showed up.
So.
I don't know if
that happened because I was a woman, or just because
that's the type of guy he is.
I don't think being a
woman had a bearing in any way, shape or form on
anybody else in the school.

Further Analysis of Excerpts From Nancy's
On the one hand,

Nancy sees being a woman had no

on the course of her
other hand,

Interviews.

life as a student teacher.

influence
On the

it had everything to do with her explanation for

her cooperating teacher's behavior and my explanation of
hers.

.

.Her concept of what would have made sense for her

development as a teacher was a nurturing,

collaborative

relationship such as described in Women's Wavs of Knowing
(Belenky et.

al,

1986).

Yet in another breath,

liked being free to develop her own curriculum.
indicates

in her final

pursue teaching

she says she
She

interview that she doubts she will

in public high schools,

but try to secure a

job teaching nursing students.
In addition,

Nancy's situation points out one of the

many contradictions that are part of the nature of the
cooperating teacher and student teacher relationship.

In
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one breath she

is delighted that she

is on her own to

free to teach the curriculum she prefers,

feel

but she still

is

bothered by the fact her cooperating teacher has offered her
no guidance in what she appreciates

is complex work.

Jackie Higgins-Roberts
Jackie,

the ardent feminist and activist social

teacher at Reid Vocational
women who were
Frank,

in Mill City,

left on their own.

studies

joins the group of

She student teaches with

a veteran teacher in the Mill City schools.

Nancy

and Jackie are two of the six in this chapter who had the
truest case of being left to fend on their own.

Jackie

handles the situation somewhat differently than Nancy did.
Frank just said.
"Take over the class."
He was ready
for me to take over the class right away.
And I wasn't
ready.
I wanted to observe. . .See what Frank was
like.
How he taught.
Where [the students] were, just
see all that so then I would know what I wanted to do
from there.
So once I took over he was not there at
all.
He was just unavailable.
And I didn't like that,
actually, right away.
However,

Jackie follows after him and makes him

available.
I was a little bit nervous, but really I didn't mind it
because he was always available for me to talk to and.
. .1 would always talk to him after class.
I'd go down
to guidance and find him.
He was always down in
guidance cause he smokes and there's only one little
cubicle where you can smoke in like the whole school.
I'd walk in there and I would come out and I would just
reek, but I didn't care cause it was worth it. . .He
was a big help. . .he was a sounding board. . .it
wasn't that he even gave me a lot of advice. . .He was
just supportive; he was supportive.
He [said], "You're
doing a good job, hang in there."
And I kept thinking,
how does he know if I'm doing a good job, because he's
not there.
He doesn't see it, but I believed it cause
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I felt like I was.
And it was good to hear that from
him and good to have him say that.
Therefore,

unlike Maureen and Lee who felt undermined

by their cooperating teachers,
more nurturing,
able to give the

and Nancy who felt she needed

but survived much on her own,
"Here,

take my class"

Jackie was

scenario a very

different twist and find the support she needed.

In

addition,

she uses his absence as another type of support.

She makes

it to her advantage that Frank

She

is able to use her

leaves her alone.

"innovative" more

"connected" ways of

knowing to design an American History curriculum that
totally opposite of Frank's
knowledge"—approach.

lecture—or

"received

His absence allows her to follow her

instincts about how to go about the teaching and
process.

Jackie compensated for her

learning

lack of a mentor to

help with her curricular venture by turning to others
support:

her student teaching colleague,

next door,

is

her student teaching seminar

her own high school history teachers.

.

Vic,

always talking to people.

who taught

leader,

and one of

."I got

like

tremendous support from that whole environment.
that I knew how to get that support too.

for

And I think

Because I was

I was always seeking out people

to talk to."
One of the common occurrences

in talking about

relationships with cooperating teachers was the tension
between cooperating teacher's expectations that student
teachers

lecture and the student teacher's uncomfortableness

with getting up in front of the room and acting
teacher-expert.

like

Jackie found a way to avoid the tension.

I did remember being frustrated.
I started out trying
to teach how he was teaching, because their big thing
is to give them notes, which I just think is so
bizarre. . .My understanding of notes is that a person
takes notes on what they think is important, or what
they want to write down and that is a very important
skill, in and of itself, if you are able to listen to
somebody talk and identify what's important. . .[It is
also being] able to identify what matters to you. . .If
you say "Oh this is interesting.
I'll read this.
I
think I would like to refer to this in the future, I'll
write it down."
[But] if you're at that public meeting, they're not
going to give you notes and say "Oh excuse me, Jose,
back there in the sixth row, I noticed you're here at
this hearing.
Now you're going to want to write this
down because it's going to affect your job."
So I was starting out doing how Frank was doing,
thinking, okay, I'll give them some notes.
Of course
the notes I gave them were...pages and pages long cause
I think all this stuff is important and it's around the
Civil War and it's background information and
everything.
They protested and protested and
protested...so I kept trying to persevere and then I
just finally said, "This isn't going to work." I don't
want to do this.
They clearly really resisted.
Why am
I fighting? Why am I engaging in this?
I don't need to
because I don't want to do it.
So then I [consulted
with Julie, the seminar leader about alternative ways
to teach social studies].
She was key in this whole
process in terms of how do I do things differently.
I
wanted to do them differently.
How do I do it?
How
does it work?
How do I implement it?
So trying to do
a lot of what [Julie and I] talked about in the
classroom and not be[ing] assured of how it would work
and how to do it.
But that's the whole idea of student
teaching I think, is that you get to try out all this
stuff.
Fortunately for Jackie's development as a teacher,
Frank

let her do what he would not think of doing.

said,

"Do what you want.

You know,

teach.

He

just

Why don't you do
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the Civil war and just teach it.”
the freedom problematic,

Jackie admitted she

found

but liberating.

You know, no notes and no outline, and that was
frustrating not to have any resources at all.
Because
not being a U.S. history major, and not having had a
U.S. history course, since I think about 1981. . .but
anyway I was definitely removed from the subject matter
and it would have been nice to have maybe even an
outline [with] a few things to cover. . .On the other
hand it left it wide open for me to do what I wanted to
do and that worked out great.

Bea Andretti
Bea,

who describes herself as young-looking,

senior undergraduate at the university,

for a

said the part of her

student teaching experience which was the most troublesome
was the cooperating teacher with whom she worked.
Bea,

thin and slight,

bedecked with a punk hairdo,

at the cusp between girlhood and womanhood.

is

On the one hand

she plops down in front of the television each Saturday
morning to watch "her"
sits

cartoons.

On the other hand,

she

in the student union solving complex math problems

her boyfriend's

fellow engineering majors.

reported history of not working too hard,

for

She has a selfbut she announces

during the interviews she is enjoying graduate school

in

education,

now that she has her BA and her certification,

because at

last she

in ways she was

is

learning how to think about teaching

ill-prepared to do during her practicum.

She refuses to believe there is anything she can not do.
She has great confidence

in herself,

teaching taught me that I need to

but says,

learn a

lot.

"Student
I

really did
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hate

it.

I don't think I hated it because

I hated it cause I wasn't knowledgeable.
I was doing.

it was too hard.
I didn't know what

I rally hated not knowing."

She told me that

the question about the influence of being a woman student
teacher didn't have any meaning for her.
"This

is perplexing my brain.

.

But she promised,

.I'll call you if I

figure

it out."
Like Maureen she gets plunged into teaching before she
feels ready,
teacher says,

and like Maureen,
"Here,

even though her cooperating

teach," he does not leave the room.

plops himself down in the midst of her math classes,

grading

papers,

often interrupting and answering for her.

She

wonders

if that inhibits her opportunity to

".

I

learn.

just don't feel sometimes that was his place.

That

He

.

.but

it was

my responsibility to answer the question and maybe that I
could have

learned something more rather than having him

[answer].

I mean it was easy to have him sit there and do

that,

but I don't think I

that wasn't good for me.
Unlike Jackie,
compensate for the
situation results

liked him interrupting because
.

."

Bea does not seem to be able to
lack of a mentor relationship.

in a most unsatisfactory student teaching

experience for her:

"There's a

[during student teaching].
whole time I
with. "

This

student taught.

lot of mental anguish

I was very frustrated.
I

.

.the

just wanted it to be over
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She claims she would have had a lot easier time if her
cooperating teacher had been female.

A woman with whom she

would have liked to work was tied up with another student
teacher.

A further complication in Bea's experience was the

persistent fear that her cooperating teacher might not pass
her.

Bea grew up in a small working-class town in

Pennsylvania.

As the first person in her family to complete

an undergraduate degree,

she was most anxious to acquire the

credits she needed to graduate.
any of the women students,

She expressed,

more than

the effect of the potential power

of the grade in her relationship with her cooperating
teacher.
Bea' s Story
Just getting to know my cooperating teacher,
kind of awkward.

.

like this before,
thing.

.

.He said,

this time."

.Neither of us really had done anything
so we were both kind of new to the whole
"I want you to start taking this class

And I was like "Oh!,

couldn't really say no.
feel ready."

okay."

You know I

I couldn't go "Well,

I don't really

He was so willing to just get rid of it.

just felt like he didn't want to deal with it.
was kind of jealous of other people who had,
teachers

[say]

that was

Whereas I

you know,

"wait until you're comfortable."

I

.

.

other

.1

started my first class within two weeks and I was terrified
actually.

I think I really blew it too.

forgot everything I wanted to say.

.

.

I got up there and
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I don't know,
.

just even watching him teaching,

.this ego thing going.

Where he is the all-knowing and he

can only impart knowledge on the students,
learner and he just never,

even hint[ed]

could learn anything from me.
He just felt like

he had.

on me as a

that he thought he

And that kind of bothered me.

he was there teaching me everything; he

was there teaching the students everything.

.

.1 don't think

I liked his personality that much and we just kind of
conflicted and it was something I put up with for the sake
of my own grade.
situation],
him.

That was like a big part of

and especially when I had to teach in front of

That was awful.

for him.

I mean I was so stressed just waiting

But he never really said anything that awful.

always offered suggestions,
inside,

[the

"What is she doing?

it is like a big blur.

He

but I still think he was saying
What is she doing?"

That's

A lot of

how I kind of think of

student teaching.

It's just all a big blur.

believe I did it.

And I can't believe it's over.

sometimes I don't remember what happened.
just try to put it out of my mind but,

And I can't
And

I don't know if I

I just didn't have a

great time.
The

[Saxon]

book

[I had to use]

and my cooperating

teacher just totally didn't leave any room for my own
creativity.

I felt like I had to do like he did.

don't think he liked when I differed.
differently,

.

And I

.If I did something

he sort of didn't care for that much.

You
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know,

like I tried to do some.

he.

.never said anything good about it and I felt like it

.

.

.cooperative learning and

was a waste of time or something.

One time I was doing a

lesson and I totally had devised my own way.

And he told me

his way and I felt so much like I had to do it his way.
don't know if it was something he said,
afraid that he would.
fear of failing.
F[ail].

.

.that was a big fear of mine.
or

.1 felt so much I had to do it his way,

that I

and right in the middle of it I

"I don't know what I'm doing."

what I was doing,
it was."

P[ass]

Just

that was a lot of what was going in my

started doing it his way,
was like,

or if I was more

He was giving me a grade,

Basically,

head often.

.

I

I thought I knew

but I was like "This isn't what I thought

And I just totally screwed up.

pretty much was him.

I felt like.

.

.1

I just pretty much got up there,

lectured just like he did.
Occasionally the lessons were something big that
kids]

should have spent some time on

teach the whole thing that one day.
any room for any time.
boom,

boom,

boom,

boom.

.

.

.you had to

.And it didn't leave

You had to just pretty much go.

.

.

And it didn't leave me any space.

He wanted everything done.
book.

[but].

[the

He wanted to get through the

So in order to get through the book you had to do it

his way.

Sometimes you'd double up on lessons too.

there's like a hundred and some lessons in the book.
After every four lessons you had a test.

Because
.

Four lessons,

.
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test.

I mean it was repetitive.

lessons in and a test.

.

.

.1 had to get these four

.1 felt like if I went two days

then I was putting him behind schedule.
the book done.

.

He wanted to get

.and there's so many days in the year.

There's so many lessons and there's so many tests you have
to give and he just wanted it done quick.
if that was the book or if that was him.

And I don't know
But I think he

felt he could just go boom right through it.

Whereas me,

it

took a long time for me to get through things sometimes.
Especially since he knew what questions were going to come
up.

[I knew this because of what he said to the kids.]

"We're going to get through this book,

come June.

means we have to double up on lessons,

that means you'll

double up on lessons,

If that

then you'll have more homework."

it's kind of like his threat,

So

for them.

Continuation of Bea's Story.

The most critical

incident in Bea's relationship with her cooperating teacher
occurred on a day Bea was substituting for her cooperating
teacher.

(Bea announced to his classes that it was all

right to call her by her first name.)
He did not like the fact that I had asked them to call
me by my first name.
He didn't like that at all.
And
he told me not to.
He told me I couldn't. . .1 had to
tell them.
And I was so upset I was bawling.
And he
was like "Well that's going to change."
And it was
just like "oh, you know it is."
I can totally
understand now why.
But rather than his saying,
"That's not such a great idea because. . .they might
not respect you, it gives you less respect, I've seen
it done."
He just sort of [announced], "This is going
to stop."
You know, what can I do?
I rarely sit there
and go "Okay."
I hate doing that. . .And I kept saying
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[to myself], that's going to get me my diploma.
Because basically I needed the credits and to graduate.
. .This is what I have to do.
I have to listen.
I
have to put up with this stuff.
And I will sit there
and say "Okay” and "Yes, that's a great idea, whether I
thought it wasn't or was.
I went and bawled my eyes out when he told me I
couldn't have my students call me by my first name. . .
I think he thought like, not God, he thinks that he was
like the all-powerful and everyone was sitting there
going "Oh, you're so great."
And I sort of. . .fell
into it. . .1 envied the other student teachers, the
fact that they talked with him and had conversations
with their teachers.
Whereas I talked after class
[with him].
And [then] I'd leave.
[I feared] that I
could fail.
That was a big thing.
And I was sitting
there going "He has the power.
P or F."
Either I pass
or I fail.
And he signs my papers.
. . .1 was living in the dorm [during student
teaching].
I had a single so I'd just [lie] in my bed
at night, I was trying to sleep, but not sleeping.
I
was just sitting there and going dit da da, and there's
all these thoughts. . .and then I'd. . .try and count
sheep and then I'd go back and, Oh God. . .Even,
sometimes, that happened when things just happened in
school that I wasn't happy with. . .He was big and he
had this voice.
My voice was much different, of
course, and I'm short—little.
Whereas he's. . .this
big, tall man, and I'm this. . .little wimpy woman. . .
That is how I felt.
That's how he made me feel.
I
think he liked that.
He liked that his little image he
had going with himself.
And then me just being this
little wimpy thing.
Throughout the interview,

Bea traces her feelings about

what was going on for her during the student teaching.
. . .Maybe I just didn't feel confident in what I was
doing.
Maybe I just didn't feel like I knew exactly
what I was doing.
I mean I knew the math, but I don't
know that I related it to them well.
And I think
sometimes he could tell.
He could tell, "Well, maybe
you could have tried this," or he would give me
suggestions.
But sometimes he would just sit there and
say, "Oh that was a good lesson."
Or [he would say},
"You know that was fine."
He never said I was good.
He'd always say that was "fine," or it was "okay," or
something. . .He never said I did well.
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At one point in the interview Bea reveals a startling
insight about herself,

an insight that comes because of her

fourteen-week-long "relationship" with her cooperating
teacher.
I really don't think he's a good teacher.
He's
just there because it's a job. And he's been doing
it for years. That was my attitude. I'm afraid it
started out that way [for me].
I mean not that I
was there cause it was a job, but I started out
with leaving those kids behind... I was thinking
more it was something to do.
And now I want
something more out of it.
I want it to be
something that I like to do a lot.
I think I
thought of teaching as easy before.
And I'm
learning that it's not.
...It's still to me this
thing that if you're going to do something, you
should do it well.

Winona Little Robbin
Some of the non-collaborating cooperating teachers in
this chapter say "Here,
others say that,

teach" and actually leave the room;

but can't leave the room nor keep

themselves from intervening in the student teacher's
teaching.

Winona,

a thirty-seven-year-old mother of two,

activist social studies teacher,

is the sole person in this

grouping whose cooperating teacher never said,
teach."
teach.

"Here,

Winona finally had to ask him to leave her alone to
Nonetheless,

I have included her in this cluster

because like the others she did not enjoy a collaborative
relationship with her cooperating teacher.

Just as the

others experienced intervention which tended to be nonsupportive and rude,
constructive,

as opposed to reassuring and

so did Winona,

but for even longer periods of
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time.

Her cooperating teacher lingers

in her room for over

half the fourteen weeks.
I was only on my own the last six weeks; [my
cooperating teacher], Mel, sat outside of that
classroom for a good five weeks.
And then the kids I'd
send out of the classroom, he'd discipline.
I don't
think he was trying to do it, necessarily, because he
didn't believe in me.
He really saw that as his role,
and he did not understand that this was a part of
student teaching, that you don't do that at the
university.
And [he was] afraid that the kids weren't
going to learn what they needed to learn.
I had to ask
him, finally.
I am supposed to pick up my second class
by the fourth week.
By the sixth week he was still
stalling, didn't want to turn over another class to me.
So I finally had to say [something]. . .
[When he stayed in the room], I'd be trying to teach,
and he'd think I wasn't saying something, so he would
jump in and take over and start teaching.
And he
finally did it to me one time too many, and I told him,
"Mel, this is too much. You have got to leave."
[Even
when he handed over a second class in the sixth week].
. .he stayed.
So I finally had to say, "Look, you
can't stay."
And he still didn't trust me; he sat
outside the room on a chair.
It wasn't until about six
weeks were left of the fourteen weeks, that he finally
stopped hanging outside the room.
It was intense.
Of
course it made me feel kind of insecure—like he
couldn't let me make my own mistakes and learn from
them.
He had to be there, and it got to the point
where I was wondering if I was doing anything right.
But he would also tell me that I was going to be a good
teacher, not to be so hard on myself, so it wasn't all
negative stuff.
As

in many of the other cases,

Mel did not consider

what Winona was doing in the classroom as teaching because
she was not

lecturing.

Mel was a little impatient. . .he always teased me [and
asked] when was I really going to start teaching?
In
other words when was I really going to start lecturing?
[Instead] I had the kids do a lot of hands-on stuff.
They did posters. . .and group work, oral and written
presentations.
Mel considered those kind of like not
real good stuff.
He was more into he homework from the
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end of the chapter every week, lecturing every day and
then a test.
I'm really not big into testing,
traditional testing anyway.
So after I finished that
unit, I figured I would make Mel happy, so I did some
lecturing.
He was appalled of course, and so was I, at
how bad I was when I first started (laughing), because
I hate it.
I hate standing up there giving this
information. . .
For so many of these student teachers,
knowing,

patriarchal role was uncomfortable.

remind us of Maureen's cooperating teacher,

playing the all¬
Mel's words
who was the

joker she felt she had to mimic.
Mel said, "Look, you went into teaching.
You're an
entertainer.
You have to entertain these kids, you've
got to make these lectures interesting," which I
totally disagreed with, because it's not my
methodology, but I gave it my best shot.
And got a
little bit depressed as well, because at that point it
seemed that, no matter what I did, I really wasn't
pleasing him, and we were kind of clashing.
So then I
decided I needed to do both.
And I would do some
lecturing but I was also bringing in other projects to
bring a balance.
The tests were easier to do.
My kids
did pretty well.
These following two moments from Winona's interview,
mixed into the context of the other stories we have heard in
this chapter,

make it clear why teachers who come into the

classroom with ideas of teaching that are contrary to the
traditional model of lecturing and testing,
testing,

lecturing and

are not able to undo that model.

I mean basically it was a good experience.
I thought
we had gotten along well, even though we had different
philosophies of teaching.
I respected him on most
levels, because he was enthusiastic.
I've never seen
anybody lecture as well as the man.
The man knows how
to lecture.
He held those kids in the palm of his
hand.
But he's an entertainer.
He's hysterical.
So
whether he was talking about social studies, or whether
he was telling a story about his personal life, it was
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very amusing and really pretty good.
But on a personal
level, the man definitely has some areas to work on.
I had tried one activity with my kids, based on
something that another classmate had suggested.
We
were dealing with the American Revolution.
So I set up
like a role play in the Tavern scene and had the kids
working out different things, and although I had
thought I had explained it well, the first class was
really wild.
Everybody was talking at once, it was
very chaotic, but I still thought that the kids had
gotten something out of it.
But as soon as the class
was over, Mel came in, looked at me, sparks in his
eyes, and says "What the fuck was that?"
And of course
I could feel the color rising, but at the same time
being very aware that I needed this man to sign off on
my papers, I was just cool about it.
And he said,
"That didn't work at all, it was horrible," and walked
out.
Mel thought I was nuts.
But he runs his
classroom, his kids are in rows, they've got to raise
their hand to be recognized, they speak out of turn and
he ignores them, I mean he uses all of that stuff.
I
don't like it, I don't want to do it.
But I had to do
some of it 'cause he couldn't deal with [the way I do
it].
[I was worried about] getting a job. . . You know
there's all these politics.
I hate having to be
dependent on other people like this.
Conclusion
I had said that the contrast between the affiliations
described in the previous chapter and in this one would give
us some insight into the influence of gender on the nature
of the teaching and learning relationships these women
experienced with their cooperating teachers.
women in this chapter,

Most of the

with the exception of Jackie,

absence of relationship.

If connecting with others,

felt an
or

affiliating with others is of high priority in most women's
lives,

we can understand the feelings of cynicism,

anger,

fear,

Lee,

Bea,

and resentment expressed by Maureen,

loss,
Nancy,

and Winona which the lack of relationship caused.
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The portraits and moments in this chapter present us
with complex and perplexing issues because the ingredients
of these narratives tender us potential contraries:
experience-inexperience,
novice,

independence-dependence,

authority-servility,

subservience,
daughter.

expert-

tradition-innovation,

detachment-relationship,

male-female,

powerfather-

Gender issues are embedded in the very language

and themes of the chapter on cooperating teacher/student
teacher relationships if we view the language through the
concepts of contemporary women's scholarship
al,

1986; Gilligan,

example,

women,

1990; and Miller,J.B.,

says Jean Baker Miller

(Belenky et.

1986).

(1986),

For

are used to

being the subservient person in a male-female relationship.
Thus it could be that Lee,

Bea and Winona acquiesce to the

demands of their cooperating teachers to prevent conflict,
because they are unsure,
power.

In several of the cases,

their novice status,
status,

or because they know who holds the
men remind the women of

in comparison to their own expert

by insisting that the teacher act all-knowing rather

than facilitate students'
knowledge.

In addition,

exchanging and pooling their
these cooperating teachers do not

support new ideas and methods,

but adhere to usual ways of

conducting the teaching/learning process in the classroom.
These last two chapters,

in tandem,

represent

contrasting views on what the best environment is for
student teachers to work in.

On the one hand is a
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nurturing,

thoughtfully-planned,

collaborative strategy.

specifically-detailed,

On the other hand is a strategy

designed to foster autonomy either through independence or
"toughness."

It is not so simple to say one works better

than the other:
felt liberated,

Catherine's case in point.

At times she

but at other times she felt muffled;

she

felt stifled in her "dependency" on Francine in the way
Winona felt in her relationship with Frank.
with her cooperating teacher,
with Naomi,

felt cheated,

Bea,

working

contrasted to Maureen working

defeated,

degraded,

yet the

profound insights she gained into her own self do not allow
us to say her experience student teaching was of little
value.

It may be true the student teachers learn different

lessons in a collaborative relationship than in a noncollaborative relationship,

but that they learn from both is

evident.
The subject matter of these data chapters links like a
chain fence:

women live in a school context in which

harassing and demeaning behavior,

disguised as the norm,

cheapens and mocks the very relationships which form the
cornerstone for women's confidence and psychological growth
(Miller,

J.B.,

1986).

At the same time,

in contradiction,

the interconnections of the chain fence include an
educational experience which promotes confidence and
psychological growth.

CHAPTER

X

MAKING MEANING FROM THE RESEARCH ON THE EXPERIENCES
OF SIXTEEN WOMEN STUDENT TEACHERS

asks

"How should one read a book?"

Virginia Woolf

in an essay by the same name.

She answers

"Even if

I could answer the question for myself,

would apply only to me and not to you."

immediately;
the answer

And so there are

dozens of ways to read these interviews.
of

(1932)

I

created my brand

interpretation informed by the ideas of the women

scholars
follows

introduced in Chapter Two.

Consequently,

is the meaning I have made of and the

what

importance I

have ascribed to these individual narratives and this
collection of stories.
In this final chapter I

intend to

(a)

focus on how the

individual experiences of the sixteen women,
interviewed,

provided insight into gender

whom I

issues that grew

out of their experiences student teaching in patriarchal
secondary schools settings,

(b)

discuss the meaning the

research process has had for me as a researcher,
discuss the
method,

implications of the study,

and

particularly

(c)
in its

for teacher education.

Gender Issues
If social

forces

like gender can best be understood by

understanding individual experiences
insights

(Schutz,

into the power that gender has

1970),

what

in shaping the
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context of public schooling have come about as a result of
this study?
At least six major categories of experience relating to
gender issues,

as represented by Chapters IV through IX,

have emerged from the more than 1,600 pages of interviews:
(a)

the experience of doubting oneself,

(b)

of knowing in ways not considered the norm,

the experience
(c)

the

experience of being primarily valued for physical traits,
instead of taken seriously for intellectual and scholarly
characteristics,

(d)

the experience of having constantly to

respond to disruptive male students,
working in a patriarchal setting,

(e)

and

the experience of

(f)

the experience of

working in learning environments where there is only a
random chance of working in interactive,
relationships.

collaborative

I will present a synthesis of each of these

individual chapter findings on gender issues,
appropriate,

treat the research as a whole,

and where

showing the

connections amongst the different gender issues that
surfaced in the interviews.
Doubting and Knowing
It is the link between a lack of self-confidence and
the inability to think of oneself as a learner which emerged
from the interviews that both troubled me and attracted me
the most—because of my own biography.
highlight Jo,

for,

in many respects,

No doubt I chose to

I am Jo.

My own

deprecating self-image slowed my potential intellectual
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growth all through high school.
college in I960,

When I graduated from

I had no intention of further schooling.

Girls in my hometown,

in suburban New Jersey,

went to

college to "finish off" their education and then go into a
career that you could "fall back on" in case something
happened to your husband.

Even though my father had

encouraged me to attend college,

he was not supportive of

the opportunity that came along to go into a Master of Arts
in Teaching program.
enthusiasm,

Dr.

in spite of his lack of

because the program was self-supporting.

end of my MAT year,
mine,

I went,

an adolescent-psychology professor of

George Goethals,

issued an invitation:

would like to return as a doctoral student,
know.

At the

"If you

please let me

I would be glad to offer a recommendation."

I

remember walking out of his office thinking,

"He was just

being nice.

Even though I

He doesn't mean what he says."

was a serious student,

I did not take myself seriously.

This theme pervades the story of my schooling—this
thinking I measured up short academically because I could
not write or think.
student.

Like Maureen,

In retrospect,

I considered myself a B

I now see that the dominant mode of

teaching limited my horizons.

As a teacher,

somehow,

I felt

free to continually question the system that had held me
back:

textbooks,

teacher lectures.
school,

standardized tests,
Nonetheless,

chairs in rows,

when I entered graduate

some of the old insecurities surfaced.

I grappled
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with my right to negotiate with those who insisted on
formalized academic writing.

I was hesitant to follow my

own tendency toward breaking the stiff boundaries in writing
between the personal and the public,

fiction and non¬

fiction,

and the associative and

the logical and sequential,

connected.

I was on a continual roller coaster ride:

had something to say in my papers;

"I

I had nothing to say in

my papers."
The universal theme is the same for Jo and me.
always contending with the "angel in the house"
1942) ,

We are

(Woolf,

though the personal motif is very different.

The

interviews demonstrate that not much has changed for women
in the last thirty years.
Though it was not true of all,

a significant number of

these women grappled with the low self-esteem issues.

They

are the living statistics reported in the AAUW studies
(1992)

about the effects of growing up female in American

culture.

The effects of the culturally-induced internal

self-doubt and lack of confidence in women's intellectual
ability became even more pivotal in this study because it
had to co-exist with the sexist behavior and the patriarchal
attitudes.

External patriarchal ideology and sexist

behavior served to sustain the internal self-doubting and
insecurity.
As Jo points out,
trying experience."

"Student teaching is a difficult and

Furthermore,

based on these interviews,
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it is replete with obstacles that divert,
impeding the developmental process.

or could be

Student teaching is an

opportunity for a potentially transformative educational
experience in the preparation of teachers.

It should be a

time when we encourage young women to have minds of their
own.

Why do we tolerate workplace conditions which

undermine student self-confidence?
themselves seriously,
students
turn,

If women cannot take

how can we expect them to take

(especially their female students)

seriously?

In

how can we expect students to take teachers seriously?

Students are not likely to have confidence in a teacher who
is tentative and unsure.

How is it possible to be an

effective teacher when you are afraid to express your own
ideas and when you think you are not capable of learning?
Woolf says in her speech to the Professional Women's League:
"You cannot review even a novel without having a mind of
your own,

without expressing what you think to be the truth

about human relations,

morality,

or sex."

Likewise,

not be a teacher without having a mind of your own,

you can
without

expressing what you think to be the truth and morality,
about teaching and learning,
mathematics or science,
Fortunately,
teachers,

or your subject,

be it

English or art.

there are signs that women student

even those with strong self-doubt,

have a sense of

their own agency to act on the behalf of themselves and
their women students.

Several of these student teachers
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recognize the responsibility they have to undo that cycle of
low self-confidence,
(1992)

much in the same way Brown and Gilligan

advocate that women meeting adolescent girls at the

"crossroads" help them to
resilient selves.
students that

it

foster their

Gwen says,

"resistant,"

"I want to show my female

is okay to be a female and it

in the spotlight."

is okay to be

Hilary reports:

And I think that, as a woman teacher, I also feel that
it's an important role to be a woman who's sort of
together, who has her [stuff] together.
For example,
the cheerleading tryouts I was asked to do. . .if these
are fifteen girls that I could be a role model to as a
person, a woman without a family, who's here in the
school, maybe that would be a good role model.
And for
the guys, I'm not going to be wooed by their talk, by
their actions.
And they're not going to impress me by
their sexuality or through their power or through their
machismo.
They're going to have to impress me with
what they think.
Sometimes I felt like that was an
important role for a woman.
And I think I felt that
student teaching. . .was meaningful [because I was in]
that role, especially with girls.
Another indication that women in this study do not
succumb to self-doubt is that the interview data reveal
that the experiential

learning of student teaching

"empowers"

several of these young women and fosters a

confidence

in themselves they did not have before they

student taught.
teaching."

Jo learned she could

Hilary no longer felt she must

teacher-expert;

she could be confident

about how teaching should be done.
student teaching,
teaching

"learn through student

I

in her own thinking

Maureen says,

learned how to think."

is a connected,

lecture and be

interactive,

"Through

Because student

way of knowing,

its
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transformative powers
(1993),
writes

limitless.

landscape design professor
that

developing
design

are

she

notices

a

in the midst of

Priscilla

Randall

at Radcliffe

College

similar phenomenon—women
experiential

education—in her

students.

Among our students and neophyte professionals, women
landscape designers usually take longer than men to
resolve a design problem.
The women designers often
express doubt and lack of confidence in their technical
knowledge, which results in their reluctance to make
design decisions.
With experience, practice and
maturity, women develop confidence in themselves as
professionals.
Ironically
qualities
positive
more

it may also be that the

that many women brought to
corollaries.

Women who

student teaching have

are

not

confident may

amenable to viewing their teaching responsibility

so much
how to

in terms

of

being the teacher-expert,

"be

up

in

themselves

as

the teacher-collaborator

task

to provide

it

is

participate more
that

self-doubting

they

analogy,

can

front

the

room,"

opportunities

actively

learn

Randall

of

in their

from one

(1993)

but

for
own

another.

who must

rather

and

think

be
not
learn
of

coach whose main

students
learning
Again

to
and

by way

learn
of

notes:

Women [landscape'designers]. . .tend to solve design
problems by a synthesis of collected information,
ideas, and opinions. . .Many women rework, literally
considering all angles and every scenario.
They put
off making decisions by holding options open longer,
sometimes waiting for the option they think is best to
evolve in the consciousness of the design team.
What
whether

it

I

have
is

come to wonder through these

possible that a

substantial

interviews,

number

of women

is
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select teaching as

a

career because

knowing through teaching that
classic

explanation

economic

forces

also possible
the best use

shaped a

avid

of

the propensities
(Notice
as

the

qualities.)

in their ways

encouraged

teaching

for change

learning,

I

they have
am not

of

knowing,

attraction,

is

because

it

is

it makes

in understanding

but

are,

that

but

rather

their

their

It may be that women who
of knowing

of

The

force,

are

nonetheless,

always

as

I was

to

(Weiler,

see

not

most

so many participants

1989),

embracing

classroom,

school's

initially,

teaching

teacher-expert centered,
they will

as

Consequently,

discipline-driven
thus

a

So

not

if,

comfortable

in practice,

individualized,

feel marginalized,

does

curriculum may

in theory offers women

learning

approach

in the profession.

companionable profession and then,
narrow view of

this

endorsement.

students who question the traditional
encouraged to persist

non-hierarchal

loosening the boundary

and public knowledge,

get the

collaborative

narrative-embedded

learning-centered education,
the

between personal

feel

not.

accentuating

interdisciplinary curriculum,

organization of

not

feminized teaching

a way

learners—a quality most conducive to good teaching.
As

ways

schooling does

that teaching attracted women

nurturing qualities

confident

legitimizes

for why women became teachers

how the world works.

intellectual

it

values

and

a

independent,
or

hierarchical,

accentuating what

already
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may be a fragile self-identity.

Kara says at the close of

her third interview:
I'm wondering how much freedom I'll have [in the school
where I got a job.]
It seems to be a pretty
conservative area.
I'm wondering how I can be myself
within a system that seemingly is. . .a little more
traditional than what I had hoped.
I guess what I'm
trying to say is, I don't think I'm going to unlearn
what I've come to right now.
I think I'm going to
learn more and more about what it means to be a woman
as a teacher.
I know, before, one of the questions I
had about my future was, will I just become comfortable
with my ideas as a woman teacher?
I think probably.
I
don't think I'll ever be satisfied with how I feel
about what it means to be a woman teacher, but I think
that idea will be carrying me through and also will
probably be kind of compounded by my teaching
experiences.
You know I would like to validate women
authors, I would
like to, I don't want to say abolish,
[but rather] revamp the canon. . .1 would like to use
different pieces of literature and writing in the
classroom, and I want to use that to give women writers
a voice and to show the female students if they've been
socialized up to that point.
I'm sure to feel
different from males in a lot of different ways, and
hopefully, through literature and writing, I'll be able
to get not only the female students but the male
students to think about that.
I think of that as a
universal concept.
Also, not only the gender issue but
also race, race and class.
These are things [about
which] I would hope students would think a little more
critically.
Teaching and landscape design are not the only
professions characterized by this contrast between differing
views on knowing.
(1991)

Elizabeth Flynn

in English composition,

(1989),

Andrea Nye

philosophy repeat the same themes

Catherine Lamb,
(1990)in

logic and

in a different context.

Nye states:
. . .If only [women] had been admitted to the Courts,
the Assembly, the Church or University, women would
have made great achievements in logic. . .If they had
been included in debate. . .But feminist experience
would indicate that it is not so simple.
Even when
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admitted to the Church, to the University, to public
debate, to those disciplines in which logic rules,
women have not felt comfortable.
They had an agonized
sense that the terms of success still escape them, that
what they are about is lost in following the rules,
that their experience must either be ignored or
distorted to fit the conceptual scheme within which
they are to think.
They have the nagging suspicion
that they must stop thinking and feeling to succeed,
and that is hard for them, and so they don't succeed,
or not as often as men succeed.
And those who do,
continue to have the discomforting feeling of being the
tokens that prove that male superiority is based on no
arbitrary exclusion of women.
It follows naturally that if you have an inclination to
learning that is connected,
multidimensional,

collaborative,

and recursive,

(or what I called "dissonance"

interactive,

and you feel "discomfort"

in the first chapter),

you

would want to change the traditional curriculum to meet that
approach to learning.

In that light,

curriculum

controversies then emerge as a gender issue in schooling.
Grumet

(1988)

defines it in these terms:

. . .the paternal project of curriculum is to claim the
child, to teach him or her to master the language, the
rules, the games, and the names of the fathers.
Contradicting the symbiotic nature of maternity, the
maternal project of curriculum is to relinquish the
child so that both mother and child can become more
independent of one.another.
I can see,
teachers
Teresa)

(Kara,

in the interviewing,
Jo,

Jackie,

Hilary,

several student
Jada,

Lee,

Winona and

with a strong desire to adjust the traditional

curriculum and resist a "paternal" curriculum which relies
on standardized testing,
the established canon,

rote learning,

student passivity,

and the teacher-expert.

Teresa knows

the business curriculum is missing any talk of ethics;
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Hilary knows the literature curriculum excludes authors from
groups like African-Americans and Puerto Ricans.

She wants

to use the original Shakespearean language edition of
"Macbeth," even though her cooperating teacher says it will
be too difficult for the students.

Jada wants her students

to don costumes she had rounded up from a theater company
and role-play historical characters from Renaissance Harlem.
Finally,

Jackie,

who is the most critical of established

curriculum practice,

declares:

. . .what do [students] have to do in [social studies]?
They have to read the paper, read the article and find
the answer.
They don't think; they don't analyze; they
don't discuss.
I mean, they're not doing anything.
They're not learning anything, they're not learning
anything. . .They're not learning anything.
They're
not. . .learning what matters to them.
They're not
learning what they care about.
They're not learning,
you know learning. I mean learning to speak, they're
not able to discover what they care about, that's what
I mean, learning what they care about, to discover it.
They're not having the opportunity to discover that.
They're not learning skills; they're not learning.
They're not learning anything.
It's just stupid work.
Teresa includes a case study of Ben and Jerry's business in
her class; Hilary adds Caribbean and South African writers
to the curriculum and uses the book room copies of the
original Shakespeare; Jada dresses up as the first known
black woman millionaire,
as Duke Ellington,

C.J.

Walker,

and her students come

Louis Armstrong and Zora Neale Hurston.

Jackie revamps the entire American History curriculum.
Others are less assured and show signs of the socializing
pressures.

Dee says:
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I would give the kids a little more freedom in artistic
expression. . .And you want them to be creative but
[at] the same [time] discover some of the rules and
relationships.
Maybe discover [them] on their own. .
.1 just don't want to entertain.
I want to do more
than entertain them.
I mean if I entertain them, fine,
as they're learning.
But some things they've got to
put some work and effort into. . .So I don't know how
much different, much different I am. . .would be.
I
think we all have our own style.
[My cooperating
teacher] was from a classical [background] where you
had to learn. . .everything first: perspective, figure
drawing, everything first. . .She tends to be more,
"You have to learn this and this and this."
And I
think that's true, you know.
It depends on what, maybe
we'd have to just work on painting for awhile in terms
of perspective and other things.
There's so much to
learn.
There's so much to learn and there's so many
different ways to teach. . .
Winona looks forward setting up her own classroom so she can
conduct it the way she wants:

"I found it really hard

believing in a democratic classroom and really getting the
kids involved in the rule.

At the junior high everything

was sewn up; there was nothing to offer the kids to make
decision on.

.

." Winona did allow them to make some of

their own rules,
in

but "at the high school,

[as a student teacher]
Maureen,

of course coming

I couldn't even do that."

Nancy and Bea have an intuitive sense that

things could be different in schools,

but as yet,

they

cannot quite articulate how to act on that difference.

Bea

laments:
I don't think I hated [student teaching] because it was
too hard.
I hated it because I wasn't knowledgeable.
I didn't know what I was doing.
I really hated not
knowing.
And people say you know by reading and doing,
but I don't want to learn at the expense of the kids. .
.And the hardest part that I felt was I would sit there
on my bed at night and be reading the algebra book and
I would go through examples, and I'd [say], "Okay now,
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how do I get this to them?"
I would think about it for
a long time, but I feel like I should have been doing
something more.
I think part of it was I didn't really
know. . .
Bea enrolled herself in a masters program in education
after she completed her senior and student teaching year.
She has selected courses in teaching and learning,
particularly creativity courses,

and reports she is now

beginning to get a sense of how to help her students
"connect" to mathematics.
I wonder what it will be like for these women,
continue in teaching,

to work in the schools,

if they

if they will

be frustrated by knowing they will have to struggle with the
dominant curriculum point of view,
part of the mainstream.

seldom feeling they are a

I worry about the women who can't

resist the pressures of socialization.
themselves"

(Fetterley,

1989),

They "turn on

succumbing to a group

consciousness that gets them to believe in things that are
counter-productive to what their intuition tells them is
best.

That is my interpretation of what Lortie

when he talks of socialization:
(curricular)

(1975)

means

women teaching for

change who become "socialized"

into patriarchal

ideology.
Being Treated Like a Sex Object
What is it like to be constantly faced with the
pressures of seeing yourself as others see you rather than
as how you see yourself

(Gilligan,

Lyons,

Hanmer,

1990)?

Kara wonders how she can be taken seriously teaching
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"Hamlet" to students who think of her as an object to be
"desired" rather than an intellectual or scholar teacher?
Because we send women into the field to do student
teaching, we need to recognize we are returning them to the
very public school settings where their physical attributes
\

tend to be thought of as their contribution to society,

more

important than their intellect.

we

If we are not careful,

are just setting them up for an immersion back into high
school life,

into a repeat of the phenomenon described by

Brown and Gilligan

(1992),

Gilligan,

Lyons and Hamner

and "How Schools Shortchange Girls"

(AAUW,

occurred during their adolescence.

If teacher educators act

on their behalf,

1992),

(1990)

that

we are between a "rock and a hard place."

By setting up "buffers" or "supports" that will help them
cope with the reality of the culture of the school,
only perpetuating the system.

we are

By working to change the

culture of the school, we are not only advocating for
student teachers,

we are advocating for the young women who

are students in the schools,

setting a task which is doomed

to failure because it is so all-inclusive:

struggling

against deeply ingrained habits of mind embedded not only in
the school,

but in the society at large.

In a roundabout,

contorted fashion,

is it possible that

the cultural habit of thinking of women as sex objects,
rather than subjects who act and think in their own right,
is partially responsible for the anti-intellectual strains
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prevalent in American culture

(Hofstadter,

particularly in American secondary schools
1985)?

1963),

and

(Powell et al.,

If teaching is a "feminized" profession,

and if

traditionally women are not thought to be associated with
the world of the mind

(Weiler,

1989),

but rather with the

domestic world of child care and nurturing,

and if nurturing

is totally separate in people's mind from learning and
scholarship,

then it would follow that a child socialized in

American elementary and secondary schools might come to
think of schooling as dissociated from the intellect.
Hofstadter

(1963)

punctuates that possibility:

. . .in America, where teaching has been identified as
a feminine profession, it does not offer men the
stature of a fully legitimate male role.
The American
masculine conviction that education and culture are
feminine concerns is thus confirmed, and, no doubt,
partly shaped by the experiences of boys in school.
There are often not enough male models or idols among
their teachers, whose performance will convey the sense
that the world of mind is legitimately male, who can
give them masculine examples of intellectual inquiry or
cultural life, and who can be regarded as sufficiently
successful and important in the world to make it
conceivable for vigorous boys to enter teaching
themselves for a livelihood.
The boys grow up thinking
of men teachers as somewhat effeminate and treat them
with a curious mix of genteel deference. . .and hearty
male condescension (p.320).
In fact Hofstadter

(1963)

does no more than describe the

realities of the American scene; he does not question hard
the assumption that women cannot be associated with the
world of the mind.

He even says, when making his

observations about the feminized profession,
rather than men,

that women,

are naturals to work with younger students.
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The point is not, of course, that women are inferior to
men as teachers (in fact, at some levels, and
particularly in the lower grades of the elementary
school, there is reason to think that women teachers
are preferable) (p.320).
No doubt until the importance attached to the physical
value of women,
shifts,

as compared with their intellectual value,

it will be difficult for Kara to feel she is being

valued for herself,

as a good teacher of MHamlet" rather

than the cute teacher on the third floor.

And when she is

no longer the "young" cute teacher on the third floor,

she

will be the "older" woman teacher on the third floor whose
intellectual contribution is still questionable because she
is,

after,

all a woman.

For as Sugg

(1978)

says,

the

thinking behind the acceptance of a "feminized" profession
was that
[A woman teacher's] work. . .was to be character
development, primarily, rather than the diffusion of
knowledge or intelligence. . .(p. 61).
Discipline
In a similar vein,
intelligent enough,

not only were women not considered

historically,

Hofstadter

(1963)

claims,

the "notion prevailed that women were inadequate to the
disciplinary problems of the schoolroom,

especially in large

classes and more advanced age groups"(p.316).

The "women

peril" seems to remain a legacy in teaching with which women
continue to deal.
This study has been responsible for putting my own
teacher stories of harassment by young men in the classroom
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into a new context.

Vivid images from thirty years ago of

tenth graders Ralph Demambro,
years ago freshmen,
years ago,
endure.

Eddie Tonello,

Lloyd Vanderburgh,

eighth graders,

or fifteen

Kim Byrd,

or five

Travis Bouley and Chad Bosworth,

There were reasons.

These are students who nudged

and shoved,

harassed and rankled me,

those days,

how did I understand what motivated them to do

this?

One explanation was,

not adept.

their teacher.

In

I was young and inexperienced,

My classes were not interesting enough.

Another

explanation was that their ethnic or racial background put
them into the position of subordinates in the school context
and/or they came from families which were disorganized and
disruptive,

where their acting out behavior was nourished

and encouraged in unhealthy ways. > What I was less aware of
was another possible level of explanation; that they were
young men,

living in a culture which devalues teachers and

women.
How often did I sit in on a conference about one of
these troublesome students and participate in lamentations,
"Too bad we cannot find him a male teacher."
mean,

What does that

"Oh isn't it too bad he did not have a male teacher?"

Why had we not said,

"What can we do about how women are

viewed in this school culture?" rather than saying we ought
to "fix it up" by giving him a man.
mythology:

We invest in the

"He needs a stronger hand."

stronger intellect."

"He needs a

We generate a mythology that does not
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do any of us,

male or female,

a service.

We taught the boys

in Maureen's classroom to think they were missing something
by having a female teacher instead of a male.
Is it possible that a root cause of discipline issues
in schools?
young men,
dockets.

In the justice system notice the number of
in comparison to women,

that fill the court

They replicate the school suspension lists.

Is it

possible that the root cause of discipline issues lies in
societal views about women?
would benefit schools,

In "macho" values?

teachers,

And that it

parents and students to

explore the extent to which discipline issues in public
school emanate from sexist attitudes and a patriarchal
ideology?
It has occurred to me,

throughout this study,

uncomfortable feelings about discipline,
teachers expressed
screaming."

that the

that women student

("I don't believe in yelling and

"I don't believe in detention.")

stem from a

mismatch between patriarchal attitudes which emphasize
hierarchy,

competition,

individualism,

order and control,

and the more feminine values of cooperation and
collaboration.
values,

We have asked women,

socialized in different

to enforce rules and laws that grow out of male

values which are antithetical to women's preferred way of
thinking and acting in the world.

In teacher education,

we

tend to treat discipline issues as management or curricular
issues rather than gender issues.
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Working in a Patriarchal Setting
I

set out to investigate the degree to which women

might feel a dissonance associated with their gender
school settings,

like the dissonance I

in

felt in the college

chapel with my daughter and the male presidential portraits.
I

sought out women,

your story."

somewhat randomly,

I did not say,

exclusion and demeanment."
Kara and Elizabeth,

and said,

"Tell me

"Tell me a story about
Many of them,

as represented by

told me stories of being demeaned and

excluded.

I might have predicted some of what these women

would say,

but I never ceased to be astonished at the

details and intensity of their experience as women within
the school community.
The thesis
Reader:

in Judith Fetterley's book,

The Resisting

A Feminist Approach to American Fiction

(1978),

is

analogous to what has evolved as a major thesis of this
dissertation.

She claims that sexist attitudes toward women

have shaped the major texts
Consequently,

in American literature.

"female readers must participate

experience from which they are excluded"
must

"identify against themselves."

and

in an

in which they

Likewise,

sexist

attitudes have shaped the major text of American public
schools.

Consequently,

many of these women student teachers

found they had to muster much of their energy to struggle
against a sense of not belonging in an ostensibly
"feminized"

profession.

In addition,

they had to cope with
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the psychological results of often denying what they were
seeing or feeling,

like Elizabeth denying the inappropriate

remarks of the "respected"

long-time English teacher,

or

Gwen's excusing the student's outburst about pre-marital
sex.
Fetterley

(1978)

says,

in her essay,

to expose and question that complex of
about women and men,

that her goal

is

ideas and mythologies

which exist in our society and are

confirmed in our literature,

to make the system of power

embodied in the literature open not only to discussion but
even to change.
Likewise,

at the close of my research,

my intent

expose the complex details about student teaching,

is to

which

traditionally have not been a part of the conversation among
teacher educators and about what it means
student teach,

for women to

in the hope that it will explode myths and

move us to change the power relationships as they currently
stand.

i

It would be unfair to leave the impression that all the
participants felt alienated from the institution of the
school,

that their reality was askew from others,

they were put

into positions where they had to

against themselves."
there was

In fact,

or that

"identify

several of them insisted that

little relationship between being a woman and

their student teaching experience,
Nancy and Victoria.

especially Bea,

Dee,

Yet Bea talks of her discomfort with
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the lecture method and her search for methods she knew must
exist that would connect students to the material.

Dee

describes faculty lounge conversations where male faculty
members focus on her college as a "haven" for lesbians.
Nancy talks of the effect of not being part of the male
political circle that her cooperating teacher values so
highly as a reason he treated her so aloofly.
of exclusion are there,

The incidents

even if the consciousness is not.

Many of these women talked of student teaching as a
stressful time.

This interview material asks us to consider

to what extent is it stressful partially because schools
have developed rules,
classrooms,

and the hallways,

faculty lounges which,
culture,

rituals and traditions for the
the department offices and the

like other institutions in our

are often not hospitable to women?

These

narratives force us to look at a profession which can easily
fool us into thinking we have "rooms of our own in the
schools"

because it appears,

on the surface,

to so clearly

belong to women.
Calling public school teaching a feminized profession
has clouded the fact that the legacy of patriarchy dominates
this profession
fact that,

(as it does the culture)

in many respects,

and has masked the

public schools are

inappropriate learning environments for girls and women.
And the dominant patriarchal and sexist belief system has so
successfully socialized women's minds and women's intuitions
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that it veils women's ability to see they are not being
served.
Have teacher educators neglected questioning the
validity of educating women to become teachers in
patriarchal settings that are antithetical to the way they
have been socialized and in sexist settings which demean
their value?

We allow this absence of "gender sensitivity"

(McCracken and Appleby,

1992)

at the very time contemporary

scholarship teaches us that sound learning environments take
into account different cognitive styles and depend upon the
learner having a healthy self-image.
To affirm women's roles in teaching,

teacher education

programs would be wise to include a history of women in
teaching so women can reflect upon the critical role they
have played in the evolution of the public school system.
For example,

it would be important for women to understand

the interpretations of education, which in the politics of
school reform,

at one level is a form of "women bashing."

It would enlighten us to know how on the one hand,

women

have been at the forefront of advocating change in the
school,

and on the other,

we may have unknowingly been

partners with the patriarchal attitudes that allow the
shortchanging of girls to continue in the schools.
Collaborative and Non-Collaborative
Relationships During Student Teaching
Generally,

the academic research literature on the

cooperating teacher/student teacher relationship tends to be
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bland.

It does not include the specifics of the

relationships,
dialogue,

the interactions,

the incidents,

the inner thoughts,

the

the humiliations or the

possibilities we find in this interview material.

The

honesty and directness of detail that the sixteen
participants offered give us a much clearer idea of what
exchanges,

dialogues,

and conversations actually go on,

and

help us to imagine in much clearer images what the range of
possibilities in this relationship are.
Meeting cooperating teachers,
and Bernie,

Naomi,

Marlene,

Nellie,

broadened my own range of thinking about

(a)

what is possible for a cooperating teacher/student teacher
relationship and

(b)

my understanding about what kinds of

relationships student teachers appreciate and need when they
are out in the field.

Becoming familiar with some twenty-

five student teacher/cooperating teacher relationships
taught me that there are so many possible permutations of
these relationships that it is like looking at a fancy piece
of needlework; we need to look at all the designs and
patterns.

For example,

cooperating teachers

we can study the categories of

(the range extended from "Attached at

the Hip" to "Here is the Classroom,

Teach")

in the research

and examine whether those categories hold up with a larger
group of cooperating teachers.

Eventually the students can

study those categories in order to discuss how they might
negotiate with each type or what they can learn from each

322
type.

(A third category would be the "Do what I tell you"

type which appeared in my initial pilot study
199Id),

(Miller,

but which did not show up amongst these sixteen

except for a fleeting arrangement Jo had in the middle
school practicum).
I foresee cooperating teachers who will read these
student teacher accounts of the nature of their affiliations
with cooperating teachers,

(especially Maureen's step-by-

step account of how Naomi worked with her)

and become able

to analyze and dissect the intricacies of the teaching act
over which Naomi seemed to have some mastery.
idea from here and an idea from there,

By taking an

cooperating teachers,

will create their own design of a mentor relationship.
Nonetheless,

my focus was not the cooperating teacher

relationship in general,

but whether the cooperating

teacher/student teacher relationship raised any gender
matters.

Two ideas materialized,

more concrete.

one abstract,

the other

The extent to which women devoted time in

their interviews to relationships with cooperating teachers
validated the material I was reading

(Gilligan,

and Gilligan,

1986)

1992;

and Miller,J.B.,

1990;

Brown

about the

prominence women attach to relationships with others.
There is wisdom in the current trend in teacher
education which stresses the relationship between the
student teacher and the practitioner in the school rather
than the relationship between the student teacher and the
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university.

Focusing on the human relationship rather than

the institutional relationship is more in tune with paying
attention to the priorities women have
1986,

Brown and Gilligan,

1992,

(Belenky,

and Miller,

The evidence of this shift in priority,
between two people,

et.

J.B.,

al,

1986).

the relationship

shows up in the change in language to

describe who the cooperating teacher is.

Hence we are

moving to using the label "mentor” rather than "cooperating
teacher."

The term "cooperating" refers to a relationship

to the university or college,

whereas the term "mentor"

connotes an ideal relationship,
the practitioner in the school.

that between the learner and
The term "mentor"

includes

the most important player in the student teaching process—
the student teacher.

(While I question the hierarchical

arrangement that the word mentor connotes,

at least this

name change reflects a more equitable status between
university and public school by not suggesting that it is
the school that is required to cooperate,
university.

not the

Far more significant for our concern with

gender issues,

however,

it places the emphasis on the

relationship between the two prime partners.)
One way to avoid the potential "paternal" relationship
between the mentor and his/her student teacher and instead
encourage a collaborative relationship would be to bring
Gilligan
(1986)

(1990),

Brown and Gilligan

(1992)

and Miller,

not only into the psychology classes preservice

J.B.
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teachers take.

In addition it would be wise to incorporate

these ideas into the teacher education curriculum
university/college and secondary level.

at the

This means it is

highly appropriate to learn from "cooperating" teachers
Naomi,

Lynn and Neil how to reconceive of relationships

where the student teachers "feel attached at the hip."

It

is important to reconceive the relationship between being
independent and being "autonomous," a developmental goal
once thought of as the highest achievement for males and
females

(Gilligan,

its new meaning:

1990).

Being independent can come into

independence comes about as a result of

attachment to someone else and it "transforms both,

leading

to a new way of being and a new way of interacting with
others"

(Gilligan,

Lyons,

Hanmer,

1990 and Miller,

J.

B.,

1986).

Independence does not necessarily come about as a

result of being out on your own—"Here is the classroom,
teach."
The Brown and Gilligan findings on the need for women
to meet girls at the "crossroads," where the girls'
childhood and adolescence meet strikes me as analogous to my
findings about these young adult women who have grown into
doubting of themselves and their ways of knowing and are
struggling to grow out of it.
teacher education faculty,

Might it be appropriate for

including the public school

"mentors" to consider identifying women teachers interested
in pedagogical change and to bring them together with women
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student teachers to encourage the kinds of relationships
that Brown and Gilligan

(1992)

say keep young

(and older)

women from falling into the position of silence and self¬
doubt

(1992).

Student teaching has brought Jo,

and the others in Chapter II to a crossroads,
juncture,

Elizabeth,

a critical

where an affirming relationship might support and

encourage these young woman to continue the movement into
confidence and "connected" knowing,
According to Brown and Giligan

(Belenky et.

(1992),

al,

1986).

the crucial

ingredient in this relationship is that both parties learn
from one another.
The second,

more concrete gender issue,

which

materialized from the interviews focused on relationships
with cooperating teachers,

came as a surprise.

After

working with the cooperating teacher material for a long
period of time,

it became apparent that there was a

difference within the sixteen male/female relationships and
female/female relationships.
"Here,

The number of men in the

teach" category happened to outnumber the women,

and

the number of women in the "I Felt Attached At The Hip"
category outnumbered the men.

This caused me to think about

whether there might be any gender explanations for this.
The J.

B.

Miller

(1986)

work offered an explanation about

the priority of relationship in women's lives.
related,

but distinct,

ideas formed in my mind.

to me that men may adopt the "Here's the class,

Three other
It occurred
teach"
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stance because they do not want to get mixed up in
misunderstandings about the nature of their relationship
with a
bond,

(usually)

younger woman.

If they created a close

or collaborative relationship,

and innuendo.

it could invite gossip

Their aloof behavior protects their

reputation and the reputation of the student teacher.

In an

era when so much of the backlash response to the Clarence
Thomas hearings has been to say,

"Okay,

men,

you have to be

cautious about what you say and do to women in the
workplace,

so stay out of

'entangling alliances'," we might

see an increase in the "detached" approach to male
cooperating teacher/female student teacher relationships.
The "Here is the room,

teach," approach may also derive

from an attachment to the strongly-held American maxim that
real learning takes place when you "go it alone."

This is

the Horatio Alger principle applied to education and
learning,

rather than to business.

In addition,

a third possible explanation for men

shying away from collaborative relationships has to do with
their tendency to view the practice teaching as a learning
activity unto itself,

rather than appreciating the need to

provide guidance in reflecting on the practice while in the
midst of it.

This attitude is a version of the difference

in opinion between the value of "received" knowledge,

in

which exposure to the material means automatic learning,
opposed to the value of "connected" knowledge,

which

as
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requires the complexities of dialogue and exchange.

Given

the financial and institutional realities of teacher
education and public schools,

we will continue the random

and haphazard method of selecting cooperating teachers,
of matching student teachers to cooperating teachers,
is currently practiced in most places.
suggestions.

and

that

I make two

One "lives" with the present situation,

the

other begins to confront it.
First,

I

suggest we learn how to

preservice curriculum,

include,

in the

techniques to help student teachers

think of turning non-collaborative relationships
learning opportunities.

into

We can teach them how to

learn

about the context of public schooling through their
interaction with these conservative elements of the public
secondary school.

In truth,

Bea

learned an important

from watching a cooperating teacher who had lost his
for teaching;
and did not

she saw her own uncommitted self

like what she saw.

students behind"
"He

zest

in his mirror

She watched him "leave the

and realized she was doing the same thing.

is just there because he is doing his job.

something more out of
to

lesson

it."

learn about teaching,

I want

I need to keep going to school

she says,

and she does;

she

continues at the university in a masters program because she
knows there

is more to learning how to teach than she

received as an undergraduate and in student teaching.
Maureen learns about the politics of the school and
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community through her non-relational cooperating teacher.
"I

learned from him the political aspects of teaching.

.and how the town was

involved and all about the unions,

because he was very much into the teachers'
politics

.

in all the teaching.

.

."

union and the

In preservice curriculum

and in student teaching seminars we can help student
teachers become skilled participant observers and learn how
to use their keen observer abilities to study the social and
political context of public schools.
In addition,

it will be important to be consistently

available during student teaching to support and encourage
student teacher behavior which confronts patriarchal,
paternal and sexist behavior in a courageous
Maureen did,
[interrupt]

when she faced Jack and said,
me

[in front of the class].

yesterday what you wanted me to tell them
reason."

fashion,

"Don't

I asked you
[just]

for that

We need to be there to brace these women and

affirm them as Darlene did when there are

incidents such as

the one with Kara being asked out in the presence of
students

as

in the cafeteria—even if

all the

it means jeopardizing

other relationships in the process.
When women and girls [student teachers] meet at the
crossroads of adolescence [confrontation with the
patriarchy], the intergenerational seam of a
patriarchal culture opens.
If women and girls [student
teachers] together resist giving up relationship for
the sake of "relationships," then this meeting holds
the potential for societal and cultural change (Brown
and Gilligan, 1992. p. 232).
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What I Have Learned as a Researcher:
The Nature of Knowledge
I

interviewed these sixteen women,

the rawness of the interview,

listening first in

then listening and re¬

listening to their voices on tape as I criss-crossed the
Massachusetts Turnpike on my way to work,

later reading and

re-reading the transcriptions to collect what resonated,
and,

finally,

weaving their experiences

into

each other as

if I were a woman braiding thick strands of hair.
Certain stories attracted me and I

internalized them

just as years ago I made Nancy Drew or Heidi or the
biography of Clara Barton into a part of me.
formed my own knowledge from those stories,
original story.

In turn,

re-visioning the

The nature of my knowledge then was an

accumulation of a myriad of stories of other

individuals,

which converged and merged to form understanding.
for me,

Research,

was the conscious continuation of that vision and

revision process.

My mind moved from the concrete,

abstraction and qualified generalization,
and so the cycle continued.

to

back to concrete,

Knowledge became the

accumulation of human experience I rolled into meaning.
determined the integrity of that knowledge by how true
"rang"

I

for me when I heard or read the results of

else's knowing.
relationship,

The generation of knowledge

attachment,

opposed to distance,
objectification.

I
it

someone

involved

collaboration and the personal as

detachment,

Consequently,

isolation and
when I research,

I

ask
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others to risk,

because I am asking those who read my

research to take the personal and consider

it of public

value.
As
two

I

completed this project,

levels.

data,

I notice my research has

On the one level I drew conclusions

from the

found patterns and internal generalizations;

another level,

I borrowed theoretical positions of

on
feminist

researchers and tried out those theories on the conclusions
I drew from the data.

Elizabeth Flynn,

in composition studies,
"humanist inquiry"
illuminate texts."
did,

categorizes this research process as

(Flynn,

1990,

to

1990).

After the fact,

used Belenky et al.,

Gilligan,

a feminist scholar

1986;

I have used

"theory to

I discovered Flynn,

Chodorow,

interpret her data

1978,

I

and

(student compositions)

for her research on women and the composing process.
of us were applying the same process;

neither of us

trying to prove their theories;

(1990)

Flynn

as

Both
is

says:

I am not attempting to prove that their positions are
sound.
I am not testing theory.
Nor am I attempting
to arrive at predictive conclusions.
Instead, I am
using their discussion of social and psychological
development to explain the narratives I received in a
first-year composition course and, more generally, to
demonstrate that it and other feminist research and
theory are useful in the analysis of student writing.
I rewrite her

last sentence to fit my case and to show how

our methods are similar.

This research is aimed at teacher

educators who are not familiar with feminist studies,

and it

attempts to persuade them that feminist theory on social and
psychological development has a bearing on preservice
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teacher education.
abstract theory,
thinking,

This process has shown how to make

drawn from someone else's research and

meaningful

for me.

Research as Composing Mv Own Life
It is through this highly relational and personal
research process that I have composed my own life.
the medium of sixteen student teachers'

lives,

Through

I developed a

clarity about what being a woman in teaching for thirty
years has meant for me.
place

I have come to understand my own

in teaching and learning.

I have come to understand

how much my participation in this profession,
far back as my student teaching in 1961,
by my being a woman.

has been affected

I never brought it to the level of

consciousness that this work has permitted.
circular,

starting as

recursive and personal,

A process,

has opened up a coherent

understanding of how my own individual history lies within a
larger cultural context of American public education.
Discovering what was once invisible has been affirming.
The following excerpt from a transcript of the third
interview a colleague,

Jen Parker,

began my interviewing research,
transformation.

I

foreshadows that

We met in an office I share with another

graduate student for this
mate's desk,

conducted of me just as

interview.

I

sat at my office

opposite my own desk and my corner of the room.

I look over here at the wall in the corner of my office
and I have two posters and three prints.
They are all
very women-oriented.
One poster is a Mary Cassatt
painting of two women and a child in a row boat.
The
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other poster is of a woman, whom I think of as Virginia
Woolf, sitting on a bench underneath a window.
She
looks out at us.
It is a tasteful advertisement for
the sale of literary works.
The prints are Winslow
Homer's rendition of Louisianan women mending fishnets,
and collecting dried fish in handmade woven baskets.
Mother, friend, daughter, working woman, reader and
writer:
I am all of these.
It made me think about
how, somehow what [graduate school], has meant is
affirming the woman side of me, not side, it is not as
if it were only one side. . .it is all of me.
I
began
recognizing [the womanness] or at least brought it to
consciousness. . .sitting here and looking at those
prints, I realize [those prints] are like a statement
[of who I have become]. . .and I don't think it is just
because the dissertation is looking at women, I think
it is because of all I did as I moved along led towards
the dissertation.
The dissertation is the end of a
series of stages I have been through since the fall of
1989 which was my "freshman" year of graduate school. I
began by taking a course from Madeline Blais, a
Pulitizer Prize winner journalist, on women in
biography.
We focused on women's issues, actually
women being written about. . .and we had to write a
biography of a well-known woman whose name we drew out
of a hat, and another one of someone we knew.
For the
first one, I wrote about Claire Booth Luce. For the
second one, I wrote about my mom. Blais said, "This bio
of your mother reminds me of John Cheevers' writing.
Keep at it."
My response at the time was to say, "Oh,
she is just saying that to be nice". . .but, now that I
look back, I think I am beginning to listen to her.
The sixteen women's narratives,
women scholars,

the major contemporary

and the insights drawn from them offered me

vital wisdom about my teaching life and its relationship to
women in education.
confidence

I understood my long struggle for

in the context of growing up female

I have a profound understanding and,
appreciation of how I

long last,

an

learn and construct knowledge,

indispensable role that teaching
intellectual

at

in America.

has played

and the

in my

life and my understanding of the world.

already related that I have added another whole

I have

level of
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thinking to the place of so-called discipline

issues

in

teaching.
Now,

when I

look back on my year

student in teaching,

(1961)

as a masters

I prize the opportunity the program

gave me to begin my teaching work by learning the habit of
collaboration with new and veteran teachers,

a practice that

I have never abandoned and which has enriched my teaching
beyond explanation.

The collaborative relationships

fostered self-confidence which no doubt permitted me to keep
the

"angel

in the house"

And finally,

out of my teaching life.

I have come to some resolution of the

question which has haunted me for thirty years:
come to be a woman teaching for change,
reforms

in classrooms and schools,

How did I

advocating for

always

in the minority,

when I grew up in such a conservative home and community
atmosphere?

Growing up female,

mother had a more powerful

and becoming a woman and a

influence than I

ever

imagined.

Storv as Method
In the linear,

objective schooling I had experienced,

I

rarely felt there was space to inquire about the ambiguities
and contradictions with which I used to struggle.
curricular message was,
ambiguities;
stories,

English class."
unknowns,

"There are not contradictions or

there are only answers."

only facts.

The

"There are not

And if there are stories,

I translated that to mean

I was not seeing.

Kathy Carter,

if

I

they are for
saw

who writes about
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story as a research method,

says story allows room for

ambiguities and contradictions to surface
"scientific knowledge" does not
Consequently,
reveals the

story telling,

1993).

as done in these

interviews,

"multiplicities of meanings" which are the

nature of all human experience,
significantly,

for me,

cognitive approach.
of knowing,

(Carter,

in ways

says Carter

this way of

(199 3) .

Most

learning matched my

I recognize my proclivity to this way

but have spent a lifetime struggling with having

been socialized to deny its value as a source of knowledge.
The process of doing this research has given me practice and
ease,

but,

most of all,

an internalized understanding of

narrative knowing and the subsequent ability to put this
understanding to use as a teacher-researcher and teacher
educator.

What I Have Learned as a Teacher Educator
This research process,
interviewing,
trusts

in-depth phenomenological

which respects each human experience and

in the potential power of relationship,

the power listening has to transmit energy,

has taught me

to create

empathetic and equitable relationships and to foster
reciprocal

learning—all of which are the essential

characteristics for establishing a teaching environment.
In addition,

this

interviewing process dramatized the

fact that student teachers enter teacher education programs
full of experience and knowledge,

and that this knowledge
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and experience
for some,

is

linked to a childhood and adolescent,

and,

an adult past which brushes up against and

interacts with larger societal
life-histories.

forces to shape their unique

The distinctive themes

in each of these

individual women's stories braid into the more universal
themes.

Elizabeth grew up in a patriarchal culture,

personal motif has

but her

influenced how that broader social

of patriarchy has shaped her life.

The driving force

force
in

Elizabeth's teaching is the competition between her selfimage of
survive.

frailty and the persistence of her courage to
Meaning,

related to the developmental process of

these young women teachers,

unfolds

in a context.

So

Elizabeth's frailty as a student teacher can be understood
more deeply

in the context of her

illness as a child,

sexist treatment by her father and grandfather.

.

the

.and her

persistence can be understood in light of her parents'
determination for her to live and in her experience
another culture as a Peace Corps volunteer.
passion to teach with the chairs

reaction to an

"overbearing"

anything she said seriously,
"This

intelligent,

without being

in the context of her

family who did not take
who thought she was

isn't going to happen to my students,"

assumes they are
She

Josephine's

in a circle,

the teacher-expert can be understood

in

that she can

stupid.

she says.

Jo

learn from them.

is determined to show her students how to take

themselves seriously.

If

I were a teacher educator working
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with her,
drive

and knew this about her,

I would nurture this

in her to teach in non-traditional ways.

.

she fails at it in her early stages of practice.

.even if
On the

other hand,

Elizabeth needs more caution,

patience.

.she needs to feel healthy in the classroom

first.

.

So

more time,

more

look at what she tells us and find the place

where she feels the most comfortable:

"I

did the kids when I brought the music
it and its poetry,"

loved it and so

in and we talked about

said Elizabeth.

And so I noticed that each young woman has a continuity
to her story,

tells a story with patterns and themes which,

if read carefully,
the

gives the teacher educator a sense of how

learner-teacher is

process of

in "the process of becoming,

learning to teach,"

(Britzman,

process of becoming is when the "past,
are

future,

(1990),

teachers to gain
called

The

past,

in their research,

.

Connelly and

use stories

insight into teacher knowledge.

life themes or patterns,

unities.

interview

present and

encourages that dynamic to surface.

Clandinin

This

present and future

in dynamic tension" with one another.

structure based on three interviews,

the

1990).

in the

they call

from
What I

"narrative

.which underscore the coherence and continuity of

individual's experience."
As a teacher whose interest is to help potential

teachers develop,

I have discovered a method to find the

text and read the text of the underlying story that connects
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the pieces of my students'

lives.

Interviewing provides

access to understanding our students in ways that can lead
to improved teaching.

It contributes essential information

for guiding and coaching prospective teachers toward good
teaching and learning.
I am struck by how an understanding of these personal
and universal themes,

which came from hearing the intricate

details of their lives,

informed me on how I might

collaborate with these students during their student
teaching,

paying attention to signals that '’psychological

wounding"

is becoming deeper in a patriarchal setting,

or

attending to relationship crises during student teaching.
This interviewing also convinced me of the need to stay in
relationship with student teachers even after their student
teaching.

The process of becoming a teacher does not end

with the final week of student teaching.
This awareness about story telling and interviewing has
led me to believe that the advising function is the most
important function of the teacher educator,
what can happen in a group classroom.

over and above

It is a multi-faceted

means of tending to the developmental process of the
learning-teacher.

It requires that the teacher educator be

willing to consider negotiating the boundary line between
what she considers public and private,
psychotherapists'

ground,

not treading on

but respecting the relationship

338

one's past and present has to one's growth and development
as a teacher

(Britzman,

1989).

Interviewing works for the participant as well as the
interviewer-researcher.

It helps student teachers bring to

light details,

and themes that make up the

patterns,

constitutive parts of their lives.

It brings to

consciousness how the parts fit into the whole.
at the beginning of the third interview,
resisted the interview somewhat,
states that "Everything in
connects.

.

Elizabeth,

admits she has

but at the same time she

[the interview material]

.it is like a big spider web.

But it's not even

a web because everything is overlapping everything else."
Teresa sayss

"I think the two interviews that I have had

caused a lot of questions and self-reflection.
that I'm female

[and I am]

leaving business,

That fact

the questions

that arise for me in this process are how did I lose
interest in business,
toward teaching?

and why was it that I was steered

And did my agenda play a role in this?"

Most importantly,

the interviewing process can teach

student teachers to honor their voices and take their own
narratives seriously.

In her book,

Writing a Woman's Lifef

Carolyn Heilbrun demonstrates how a traditionally
patriarchal culture has settled upon what stories would be
told about women.

It is time,

she contends,

to encourage

women to "exchange stories" so women's narrative will not be

339

invisible.

Thus my fantasy of all the participants

convening to hear one another's stories.
What is also important is the knowledge that this story
is a part of many others and will be published,
all sixteen stories.

legitimizing

Heilbrun says it is consequential that

women's stories "become an integral part of the culture's
knowledge."

This method of educational research answers

Heilbrun's call,

when you consider Kara's comments in the

third interview.
I was talking to a friend of mine last night and. . .1
was telling him that it's really neat to get a chance
to speak to someone that's interested. . .in the same
things I'm interested in, and, I guess, have that
person listen, to me, and I think that this was the
first time that I've ever done that. . .just have
spoken at such length about something that I feel so
strongly about with a captive audience.
Sometimes. .
.there's that need to speak, but a lot of times you
don't have someone to listen to you. . .This is kind of
like an ideal situation.
So, anyway, as I was telling
my friend last night, this was a kind of a learning
experience for me, and he said that it must have helped
me to put things into perspective and he asked me if it
had helped me to see where I was going, and I thought
that was a good question.
I said that I guess all of
these feelings and all of these things that I've been
saying in the interview, these are things that I've
thought about, I guess, but not with any real
coherence.
I think when thoughts are articulated, I
think that's when. . .a framework is more visible.
I
can see now how. . .different
ideas, different
experiences that I had [during] student teaching, where
I came from as a student teacher, I can see now that
there are a lot of connections.
I'm not very clear on
exactly how everything is related, but I think that
this has been very reflective for me and I didn't know
what to expect and I guess I really appreciate that. .
.1 know that. . .you're doing this for your
dissertation and you're going to. . .synthesize all
that you've heard. I feel that I've gained. I can't
compare, because I don't know your side, but. . .I've
gotten a lot out of this.

340

And then Kara says something that makes me believe
interviewing is an excellent teaching method which teacher
educators should build into their teaching and advising
schedules.
. . .1 learned some things about myself. . .and I've
learned that I probably feel stronger about being a
woman student teacher.
I guess the gender issue, I
feel stronger about that than I guess I even realized I
did.
And this came, I think that realization came, as
a result not only of the interviews but the
conversations I had about the interview with my
friends.
One, in particular, well a few people in
particular. . .1 didn't talk to them for two hours one¬
sided (laughing), but I got some feedback on what I was
going through, learning about being a woman student
teacher with you.
And I thought that was really neat.

The interviewing process served not only to raise
consciousness about one's place as a woman in teaching,

in

ways a history course on women and teaching might never
uncover,

but also makes student teachers more conscious of

their response to students.

Gwen,

who,

from the beginning,

resisted the part of the interview which asked her to
consider her experience as a woman teacher as discrete from
her life as a teacher says:
I saw my experience [as a student] as more gender
related than I do as a teacher. . .And I guess the
gender issue that I've thought about in the last couple
of days [of these interviews] is not as much how am I
as a teacher because I'm female, or what is my
experience as a teacher, but more, what is the
experience of the students in my classroom?
Am I
sensitive to gender issues that are going on in the
classroom?
And
boy
and
see

since we talked, more and more I just. . .see the
students call out for attention and get attention
the girls kind of receding into the background.
I
that more and more.
So, if I were to start student
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teaching again, right now, I think that I would go in
almost with a mission to bring out the girls and let
the boys fight for themselves, because they're doing
that anyway.
And before, I don't think I took that as
seriously, which is odd, because I did feel like my
sensitivity to that was heightened by the program at
the university. . .but I let it slip.
I've had more,
more sensitivity to what's going on in the classroom in
a gender way.
Interviewing to get at people's stories

is a means to

get into individual student lives as well as to understand a
collection of

lives that make up an institution,

experience of student teaching.

such as the

The experience of women in

teaching has taught me to concentrate on each unique story
of the student teacher candidate and how it connects with
what we know about the generalized experience of

student

teachers and the generalized experience of women teaching in
this culture.

Interviewing is a way of women meeting young

women at the crossroads,

establishing relationships that

open up the truth because
will

listen"

(Gilligan,

"no one will

Lyons,

Hanmer,

leave and someone
1990).

Interviewing

will become a cornerstone of my teaching.

Conclusion
The specific

impetus which led to my finally making the

decision to focus on women in teaching grew up out of
contradictory feelings:

the despair and anger I

the Clarence Thomas hearings,

felt during

countered by the hope that

sprang out of women's responses to those same hearings.

I

finish this research in the midst of similar contradictory
feelings stemming from national events:

the pride

in the
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role Hillary Rodham Clinton has played

in American politics,

undermined by how significant numbers of the population have
received her,

as characterized in mocking cartoons

across editorial pages,
of the two
U.S.

"aborted"

strewn

or by the confusion of the meaning

appointments of women to the post of

Attorney General.
When I

women's

claim that the changes and adjustments that

increasing presence in the public arena activate are

momentous,

I mean women have a predilection towards

something,

I do not argue this

is true for all,

men have these same predilections.

or that no

These national

incidents

I mention strengthen the position that women bring to the
world view a set of values,

or priorities,

considered in the mainstream.

not yet

We force new ways of thinking

and new priorities because we have a proclivity toward
activities

like health and education,

citizens who are
minorities,

less privileged,

toward

"empowering"

like children,

and

toward modes of working that are collaborative

and equitable.

But to feature the proclivity and to make

a part of common discourse is to
historically,

have been marginal.

it

legitimize values that,
To allow these concerns

to drift toward the heart of discussion,

instead of brushing

them aside,

is to expand the human dialogue and bring women

in from the

"outskirts"

to be affirmed at the center.

What is at stake here is how teachers

learn to teach.

A large body of contemporary scholarship demonstrates that
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males and females experience different ways of living and
viewing the world.

Consequently,

we need to take into

account that difference when planning for their teacher
education

(McCracken and Appleby,

1992),

if we are concerned

about the preparation of quality professional teachers.
We cannot expect to easily change the norms,

values or

rituals which are a part of the school culture that these
sixteen women experienced.

Teacher educators cannot change

the patterns of behavior these women reveal by merely adding
courses to a curriculum.
attitudes and habits.
done,

We are looking at deep-seated

To say that the work that needs to be

to transform much of what we read about in these

interviews,

is complex,

is an understatement.

The experience of women in student teaching shows us
the need to bring to the foreground the contextual issues
such as gender relationships and their effect on teaching
and learning.

When the subject of discussion is to define

the obstacles to creating a healthy learning environment,
teacher educators can bring to the curriculum honest
discussion about the gender relationships that exist in
society and how they permeate the institution of schools.
We need to address the taboo against such issues being at
the center of teacher education discourse.
issues in schools to consciousness is risky,

To bring gender
just as

bringing homophobia or racial issues to the fore in this
nation has not been easy—but it is imperative.

Could we define preservice teacher education not so
much as a series of courses within a program where we teach
skills,

but rather as an experience where students

collaborate with their peers and advisors to develop a
concept of self in relation to learning,

students,

colleagues and the school and society at large?

We need to

recognize that preservice teacher education should help the
student become cognizant of what they already believe about
teaching and learning.

It is an opportunity to learn how to

make shifts in thinking so that we sift out those things
that we bring to the learning process that create stale,
static learning environments.

We know teacher education is

successful if we make students aware of what they already
yknow,

and then orchestrate opportunities for them to juggle

and shift what they already know into new configurations.
In many respects,

this is a depressed profession

because women are demeaned and devalued in our culture.
What this means,

to me,

is that we must look afresh at the

profession of public school teaching,
is rooted in women's labor,
meant to the public.

to recognize that it

and to rename what that has

Up to now being called a feminized

profession has been pejorative.

It has done nothing to

enhance its mission to provide education—the most important
mission in a democratic society.
trivialized,

devalued,

Instead,

teaching has been

in large part due to its association

with women and the attitudes of the culture towards women.
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Educational reform,

in no small part,

relies on a

transformation in our thinking about the place of women in
our society and the place of patriarchy in our institutions.
Woolf's "phantoms to be slain" and "rocks to be dashed
against"

(1942)

profession.

still exist for women in the teaching

"We have won rooms of our own in the

professions," she says,
reminded us:

"but they are bare."

Maureen

"One thing about men is they don't decorate

their rooms."

Woolf responds:

decorate them."

"We must furnish them,

To transform the institution is critical.

For the teacher this means she must feel free to work in the
classroom and the school with her whole self:
not dichotimized,

body and mind,

abstraction and particular,

integrated,

feeling and intellect,

public self and private self.

To symbolize that change she can stuff the room with soft
pillows,

verdant ferns,

with mounds of books,

colorful art,

bowls of fruit,

stacks of journals,

along

reams of paper,

containers stuffed with writing and drawing utensils,
drawing boards,

and even musical instruments.

Coda
How do we read a book
When the context always broadens,

lengthens,

and widens

And when the meaning continually reconfigures?
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